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Introduction 


We are apt to think that when we have consulted a dictionary and 
found out what a word means, we should then know how to use 
it. However, it is mainly through the use of a word that the 
meaning is shown. The challenge in compiling this dictionary was 
to create an awareness of the main areas of education and to 
provide conceptual accounts which show the reader how appro- 
priate terms are employed within the context. 

A standard dictionary contains an alphabetical list of terms with 
short, neutral definitions of each one. Definitions have to be brief, 
since there must be a large number of terms in order to give a 
comprehensive coverage, often in one volume. On the other hand, 
an encyclopedia develops these short definitions into larger 
accounts and therefore often runs into several volumes. 

This dictionary allows the reader to explore the subject of ed- 
ucation in one volume by conceptual accounts of the main areas 
of education, by interlinked entries, and, most important, by key 
references to further reading. It does not set out to be totally 
comprehensive in its coverage, nOr does it adopt a neutral view 
of a subject. It is intended to give the reader an entry into the 
subject so that by subsequent exploration he can come to his own 
conclusions about the shades of meaning within the subject. 

Although this dictionary is intended mainly for students, teach- 
ers and administrators in a wide variety of educational settings, 
we have tried to keep a much wider general readership in mind 


so that: 


1 The areas of education chosen provide the reader with 


accounts that do not assume too much background 


knowledge. 


Introduction 


2 Each area provides an exploration of the main terms in 
current usage. 

3 Further reading is provided where appropriate, so that the 
reader can explore an area in more depth if he or she so 
wishes. 


The areas of education 


Fifteen areas of education have been chosen; these both overlap 
and complement each other. These areas fit into three broader 
concepts: firstly, settings for the process of education; secondly, 
the process itself; and thirdly, the methods and techniques that 
can be applied. Before we begin let us examine these in a little 
more detail. 


1 Settings 


The settings for the process of formal full-time education are dealt 
with in four areas: 


Comparative education This area is concerned with a study of 


various educational systems taken largely in an historical 
perspective. 


Administration of education This area focuses on the structure of 
the education system in England and Wales. 


Educational organisations Here the concern is with the large num- 
ber of organisations which play a part in the educational system. 


Economics of education The econo 
with the inter-relationshi 
tional system. 


mics of education is concerned 
ps between the economy and the educa- 


Education in the business/industrial sector is dealt with in the 
following three areas: 
Industrial education and training 
activities connected with the maki 
goods and services. 


This deals with educational 
ng, supply and distribution of 


Business education and training Fifteen per cent of the working 
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Introduction 


population is wholly or partly involved in administration, clerical, 
secretarial or data-processing information duties. This area deals 
with educational activities in this field and in the professions. 


Management education and training This area is concerned with 
educational activities designed to help a manager improve his 
performance in his current job. 


2 Process 


The process of education is dealt with in four areas which consti- 
tute the four main traditional educational topics: namely, the 
history of education, the philosophy of education, the psychology 
of education and the sociology of education. 


3 Methods and techniques 


Here there are four areas: 


Curriculum development This is concerned with the planning, im- 
plementation and evaluation of educational programmes, of 
courses of study, offered by educational institutions. 


Educational technology This area is concerned with the applica- 
tion of a systematic approach to education involving the establish- 
ment of objectives and the determination of suitable methods and 


techniques for teaching and learning. 

Educational research Educational research is concerned with the 
evaluation of education in terms of new curricula, systems and 
styles of education, etc. 

Educational measurement Educational measurement is part of ed- 
ucational research in the same way that algebra is part of math- 


ematics; here, although we relate it to the broader area, it is 
mainly problem-oriented and concerned with the principles of 


measurement. 


Introduction 
The arrangement of the dictionary 


The dictionary consists of two main sections, Part 1 containing 
short accounts of the main areas of education as defined above, 
and Part 2 consisting of the main body of entries. 


Part 1 Areas of education 


This consists of short accounts of each of the fifteen areas of 
education defined above. Within each one the main terms of the 
area have been italicised to indicate that an entry for the term will 
be found in Part 2. At the end of most of these accounts references 
to further reading have been given. There is also a list of terms 


at the end of each account, giving details of the entries to be 
found in Part 2. 


Part 2 The entries 


This section contains both entries for terms referred to in the 
accounts in Part 1 and subsidiary entries which are cross-refer- 
enced to other entries. This cross-referencing has been achieved 
either by italicising the terms in an entry which refer to another 


term, or by including a term at the end under a ‘see also’ heading. 


Where appropriate, reference to further reading has been given. 
At the end of each entr 


c y the area or areas which generated the 
terms have been identified in brackets. 


How to use the dictionary 


There are three main ways in which it can be used. 
1 It can be used as one would any other dicti i 
J i er d u 
terms either in Part 1, or, mainh in Pa T piani 
2 It can be used to explore ea : 
by reading the account in Part 1 i 
and then by following the 
main terms through by means of Part 2 and seth viih 
the subsidiary entries. 
3 By turning to the end of eac 
terms in each area can be seen a i i 
in the area can be looked up ee 


Introduction 
The compilation of the dictionary 


In order to achieve the objectives stated above, a group of special- 
ists in the various fields of education were brought together, each 
taking one of the areas in Part 1. Details of the specialists are as 
follows: 
Administration of education 
James Owain Jones, Assistant Director of Education, Clwyd 
County Council, Mold. 
Business education and training 
Brian Lusher, Training Manager, Carreras Rothmans Ltd, Ay- 
lesbury. Sue Ward, Head of Information Services, British 
Association for Commercial and Industrial Education, 
London. 
Comparative education 
Dr Raymond Jackson, Senior Lecturer in Education, St Mary’s 
College, Twickenham. 
Curriculum development 
John B. Reynolds, Lecturer in Educational Studies, Depart- 
ment of Educational Research, University of Lancaster. 
David Halpin, Research Officer, Northwestern Centre for Ed- 
ucational Management, Padgate. 
Economics of education 
Maureen Woodhall, Research Associate, University of London 
Institute of Education. 
Educational measurement 
Roy Childs, National Foundation for Educational Research, 
Windsor. 
Educational organisations ; i 
Richard N. Tucker, Senior Assistant Director, Scottish Council 
for Educational Technology, Glasgow. 
Educational research i 
Dr Duncan Harris, Director, Science and Technology Educa- 
tion Centre, University of Bath. 
Educational technology ¢ y 
Dr Philip Hills, Director, Primary Communications -Research 
Centre, University of Leicester. 
History of education r 
Dr John S. Hurt, Department of History and Philosophy of 
Education, Faculty of Education, University of Birmingham. 
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Industrial education and training 

Brian Lusher, Training Manager, Carreras Rothmans Ltd, Ay- 
lesbury. Sue Ward, Head of Information Services, British 
Association for Commercial and Industrial Education, 
London. 


Management education and training 

Brian Lusher, Training Manager, Carreras Rothmans Ltd, Ay- 
lesbury. Sue Ward, Head of Information Services, British 
Association for Commercial and Industrial Education, 
London. 


Philosophy of education 
Dr Pat Smart, Department of Philosophy, University of Surrey, 
Guildford. 


Psychology of education 
Bernard Lovell, Department of Psychology, Garnet College, 
London. 


Sociology of education 
Dr Keith Fleming, Senior Lecturer in Sociology, Middlesex 
Polytechnic, London. 


My thanks are due to all these for their help and patience through- 
out the whole exercise. 

My especial thanks are due to Frances Mercer for her help in 
the final editing and the vast task of compiling the entries. She 
was ably assisted in her task by Sue Telfer, Hilija Saxby and John 
Lord. My thanks to them all. 

Thanks are also due to the many people who commented on 
the _ Original entries and who suggested modifications and 
additions. The final responsibility for balance and coverage must 
of course rest with me. 

P. J. Hills 
Leicester 


Part one 


Areas of education 


Chapter 1 


Administration of education 


The structure of the education system in England and Wales is 
set out in the Education Act 1944, as amended. Administratively 
it is a partnership between central government, local government 
and teachers, with powers and duties pertaining to each. 

The Act charged the Secretary of State with the duty to promote 
‘The education of the people of England and Wales . . . and to 
secure the effective execution by Local Authorities, under his 
control and direction, of national policy’. This gave the Secretary 
of State a strategic role in education planning which had not 
existed before. 

The authority of central government is exercised both directly 
and indirectly. The Secretary of State, who is the political head 
of the Department of Education and Science (DES), can use leg- 
islation and regulations to lay down objectives, impose standards, 
and to confer powers. He has the power, albeit used sparingly, to 
give directions to a Local Education Authority (LEA) he believes 
is acting unreasonably. Moreover, certain decisions of the LEA 
are subject to his consent. The Secretary of State’s regulations 
have the force of law and they can deal with such variety of 
subjects as the qualifications of teachers, awards to students, and 
standards of school premises. f 

The increasing share of public expenditure taken by education 
has meant the close involvement of central government, which 
exercises control by means of the rate support grant and the 
system of loan sanction for capital expenditure (see education 
finance). For example, there was a period when no loan sanction 
was fortheoming for a secondary school building project which 
did not conform with a plan for reorganisation on comprehensive 


lines. 
The influence of the DES is exercised in a variety of ways, It 
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directs thinking into various aspects of the education service by 
commissioning research and publications of various kinds. These 
range from the very detailed reports of the Central Advisory 
Councils or Committees of Enquiry to Green Papers (which are 
discussion papers intended to test public reactions) and to White 
Papers, which are official statements of policy. Moreover the 
Department publishes surveys and bulletins of various kinds where 
the influence of Her Majesty’s Inspectors is discernible. They, 
through their contact with LEAs and schools and colleges and 
their involvement with the Schools Council bring their influence 
to bear on the policy of the Department. 

The circulars issued by the DES do not have the force of law. 
They deal with a variety of matters ranging from, for example, 
the education of mentally handicapped children in hospital, in- 
service courses for teachers, provision of dual-user sports facilities, 
to the introduction of comprehensive education. These circulars 
have a persuasive effect on Authorities. They have been used to 
influence LEAs in cases of policy where no Statutory powers exist. 
Circular 10/65 on comprehensive education (1965) was the trigger 
for the widespread change towards comprehensive education of 
the following decade. Some Authorities ignored it, and this led to 
legislation in 1976, since repealed, to compel the introduction of 
comprehensive education. 

The Act also created the cate 
were part financed fro: 
Secretary of State re 


gory of direct grant schools, which 
m central government; and it also gave the 
gulatory powers over independent schools. 

_ if central government defines national objectives, the task of 
implementing them falls on the 104 Authorities in England and 


Wales, which consist of the Inner London Education Authority 
and the councils of 47 


counties, 36 metropolitan districts and 20 
outer London boroughs. It is į 


allowance for schools may vary accord) ity’ 
7 ; Ing to A ty’s 
financial resources and its determi E BASE Authority 
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The ages of compulsory school attendance are laid down by law, 
but within this age range an LEA can determine its own pattern 
of school provision, subject to the Secretary of State’s direction 
on nursery schools. For example, the Leicestershire plan of sec- 
ondary education developed in the 1950s was unique to that 
county. The traditional and still predominant system involves a 
change from primary to secondary schools at the age of 11. But 
there has developed in recent years the intermediate stage of the 
middle school, which pupils attend from the age of 8 or 9 until 13 
or 14. Another development has been the sixth form college and 
tertiary college for 16-18-year-olds. Until the trend for compre- 
hensive secondary schools gathered momentum after the publica- 
tion of circular 10/65 in 1965, most LEAs provided secondary 
education in grammar schools and secondary modern schools on 
the basis of selection at the age of 11. Although selection at this 
age still prevails in some areas, well over 80 per cent of secondary 
pupils in the public sector now attend comprehensive schools. 

LEAs have a duty to make provision for children who suffer 
any disability of mind or body by educating them by methods 
appropriate to their handicap. They may set up their own special 
schools or classes or, if they have no school appropriate to a 
particular handicap, pay to have pupils educated at a school run 
by another LEA or independently. A new development, following 
the 1978 Warnock Report into the educational needs of handi- 
capped children, is the proposed integration as far as possible of 
handicapped children into ordinary schools. (See special 
education.) 

The Act also imposed the duty of providing further education, 
i.e. education either full or part time for students over the 
school-leaving age at institutions other than schools. This includes 
adult education: LEAs maintain colleges of technology, of further 
education, of art, of commerce, of agriculture. Some have now 
developed into colleges of advanced technology with university 
status or polytechnics. Others have amalgamated into institutes of 
higher education and have diversified to provide courses in social 
work, management studies, etc. These continue to be adminis- 
tered by the LEAs. The training of teachers at colleges of edu- 
cation has been a function of LEAs, either individually or jointly, 
the cost being shared by all LEAs. (See further education and 
technical colleges; college of higher education.) 

Other duties undertaken by LEAs include the provision in 
accordance with regulations of school transport, milk and meals 
grants to students, a youth service, and a careers service. Another 
important requirement is that LEAs appoint Boards of Managers 
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for primary schools and Boards of Governors for all. LEAs — 
to have direct responsibility for the school health service in 1974. 

It will be seen that in this education system there is no one 
mainspring of power. Authority is in fact dispersed. The respon- 
sibility to ensure that children are educated is the parents’; it is 
the LEA which has to provide the schools to enable parents to do 
their duty; the education of the children themselves rests with the 
professional teachers who have considerable freedom to decide 
what is taught and how. Only where religious education is con- 
cerned are certain matters prescribed by law. Where the organ- 
isation and internal management of a school are concerned, the 
power and the responsibility rests with the headteacher, as the 
Rules and Articles of Government usually make clear, though 
much would depend upon the head and his style of management 
as to how he exercises his authority. (See headteacher.) 

The system in Wales is as described above except that the 
Secretary of State’s responsibility is exercised, with but few ex- 
ceptions, by the Secretary of State for Wales. In addition there 
has existed since 1948 a Welsh Joint Education Committee. 


Entries to be found in Part 2 


Education social worker. 
Establishment or discontinuance of 
and technical colleges. Grants to stu- 
dents, Headteachers. Her Majesty's Inspectors. Independent 
school. Inner London Education Authority. Leicestershire plan. 
Milk and meals. Mixed-ability grouping. Nursery school. Pastoral 
Care. Playgroup. Public examinations. Religious education. School 


health service, School psychological service. Schools Council. Sec- 
retary of State for Wales. Setting. Sixth form college. Special edu- 
cation, Streaming by abil 


er education 


ity. Team teaching. Tertiary college. 
Transport. Vertical “tani , i hools. 
Welsh Joint ean © family’) grouping. Voluntary sc 


ommittee. Youth Service. 
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Chapter 2 


Business education and 
training 


The 1971 UK census indicated that some 15 per cent of the 
working population was wholly or partially involved in admini- 
strative or clerical work, secretarial or data-processing information 
duties. i 

Until fairly recently it was unusual for most staff in business to 
receive any systematic training other than that provided on the 
job. The professions (accountancy, for example) have always, of 
course, had their own regulated entry, often requiring examina- 
tion success. Most people entering office work learned their jobs 
from their seniors. The major reason for this was the existence of 
a large number of unemployed, relatively well-educated people. 
This was certainly true up to the Second World War, and so-called 
white-collar work attracted the reputation of being suitable only 
for those with a reasonable level of education. This enabled em- 
ployers to over-recruit, knowing that people would acquire the 
necessary job skills and knowledge quickly. Where specific skills 
and knowledge were demanded by the job, people were expected 
to acquire them by their own efforts and at their own expense. 
This led to the development of the evening class (or night school) 
system which remains to this day. Now, good employers allow 
employees paid time off to acquire qualifications. This has led to 
day-release and other part-time systems. Schools and colleges have 
developed to meet demands for education and training. 

A number of factors have led to developments in this sector. 
First, the number of people in administration has increased. Sec- 
ond, the range of work has become much wider, from semi-skilled 
because of the introduction of machinery, to very highly skilled 
because of the advent of computers. Third, we have been a full- 
employment society until very recently, and most educated people 
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have had a much wider choice of employment than hitherto. 
Fourth, attitudes to office work have changed. 

Often demand has exceeded supply, and this together with the 
erosion of differentials between blue and white-collar workers has 
led to high job mobility, high levels of absenteeism and unioni- 
sation. Improving the productivity, therefore, of white-collar staff 
has become vital to most organisations. Laissez-faire is no longer 
enough. 

Two of the mentioned changes have produced marked effects 
on business education and training and deserve some further at- 
tention. First, the range of equipment now available to help office 
efficiency has grown astoundingly in recent years. Addressing 
machines, automatic frankers, duplicators, photocopiers and so 
on have enabled employers to compensate for the lack of pre-war 
calibre staff, by de-skilling jobs. This has led to the creation of a 
large number of semi-skilled jobs where the needs are for people 
trained to operate repetitively at speed for relatively long periods 
to a high degree of accuracy. Training for these jobs has a great 
deal in common with that for factory operatives. The widespread 
use of computers has also produced a large number of semi-skilled 

jobs (punch operators and so on). In-company training and further 
education have expanded to meet these training demands. Second, 
the development of management services (such as personnel and 
training, information systems, accountancy) has created demands 
for highly trained (and often highly educated) specialists to sup- 
port the appropriate functional manager or executive. The impact 
of this development has been large. Taken together with the 
creation of the Industry Training Boards, the last few years have 
seen the creation of a range of business-orientated education an 
training programmes. The Council for National Academic Awar 
has approved many degree-level courses in business studies an 
universities as well as polytechnics offer courses of study specifi- 
pe ae to jobs in business. Examples include not only bus! 
services ae = subjects like computing science, management 
wo contol nee ies Education Council nave been formed 
related subjects, M E anane nano nal certificates an ae 
ened their siutilanks a of the professional institutions have tight 
the quality of thei S, revised or rewritten their syllabuses, raise 
both their status be: ie and generally sought to improve 
Say that most instituti eir control of entry. It is probably true 10 
Professions as tight tons would like to control entry to their 

Many Professional bo doctors or lawyers. 

° Odies utilise the further education sector t° 


Business education and training 


provide courses. Organisations such as the British Association for 
Commercial and Industrial Education have contributed by provid- 
ing specialised training programmes. The Manpower Services 
Commission through schemes like the Training Opportunities 
Scheme have provided substantial funds to help people to qualify 
for careers in business, at all levels. The national and regional 
examining bodies and organisations like the City and Guilds of 
London Institute have been heavily involved in the development 
of business education and training. New qualifications have been 
introduced, as the needs of organisations have changed. 

A significant feature of recent years has been the emergence of 
business as a subject worthy of academic study, together with the 
gradual formation of a body of knowledge. This draws heavily on 
other disciplines, such as economics. Courses of study are often 
wide-ranging and many include specialised options, by means of 
which successful candidates may gain exemption from some of the 
requirements of professional institutions. The demand for highly 
qualified staff has also led to the growth of specialised systems of 
learning (such as correspondence schools), while the need for 
sound, job-related training has given rise to extensive in-company 
departments providing courses, as well as growth in the private 


supply sector, such as management consultants. 
As always in British systems, all the various elements manage 


to co-exist in a kind of compromise, so that the range and choice 
of education and training available astonish by their multiplicity. 


Further reading 


The Central Training Council Report, ‘Training for Commerce 
and the Office’, HMSO, 1966, is still useful but must be read with 
care because of the enormous advances in office equipment since 
it was written. Most Industry Training Boards have produced 
recommendations on training for the business sector. Annual re- 
ports of the various bodies provide useful information. The pros- 
pectuses of polytechnics and other educational institutions provide 
useful information on the context of courses and can therefore 
help with the development of in-company programmes by sug- 
gesting subject areas. , . 

One general point about business and industry, which applies 
to some extent to other areas in the dictionary: in the case of 
organisations, details of courses offered, etc. can change quite 
rapidly. It is always advisable to check with the original source 


for absolutely up-to-date information. 
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Entries to be found in Part 2 


Accountancy. Administrative. Banking. Block release. British As- 
sociation for Commercial and Industrial Education. British Corres- 
pondence Colleges, Association of. Business Education Council, 
Scottish Business Education Council. Business studies. Certificate 
in Office Studies. Certified Diploma in Accounting and Finance. 
City and Guilds of London Institute. Clerical work. Consultants 
and private organisations. Council for National Academic Awards. 


Courses. Courses: entry requirements. Data-processinglinforma- 
tion services. Day release. Directed private study. Distance learn- 
ing. Education. Educational academic course, 


a s: applications. Entry 
requirements for professional institutions and associations. Evening 
class. Full-time study. Funding for education/training. Further ed- 
ucation: major establishments. Industrial Society. Industry Training 
Board. Insurance. Libraries. Management consultants. Manpower 
Services Co, 


mmission. Membership gradi i ificate. 
National Co, y ship gradings. National certifi 


and training. Polytechnic Professi iati 
hear, 5 . essional associations. 
Qualificati fe 
Training. 
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Chapter 3 


Comparative education 


Comparative education is concerned with the study of various 
educational systems. Recent interest in the topic has been en- 
hanced by: 


(a) the attention given to the newly independent states who 
desire to improve their educational systems; 

(b) the activities of international organisations such as 
UNESCO; 

(c) the increased interest shown in the study of foreign 
languages; 

(d) the attraction of countries overseas, which has been 
stimulated by the reduced cost and ease of foreign travel; 

(e) the perennial concern that administrators show in 
improving their educational systems. 


Comparative education has a distinguished history and has long 
been of interest to the major educational theorists. Plato, for 
example, studied the nearby Spartan educational system so that 
he might devise a more suitable one for the Athenian state. The 
findings were enshrined in his classic work ‘The Republic’. Cicero 
compared Greek and Roman education in ‘De Republica’, Com- 
enius visited England in 1641 to advise on the school system, and 
Rousseau, in his ‘Considerations on the Government of Poland’ 
(1763) included among his recommendations the establishment of 


a secular system of education. — 
The development of comparative education may be divided into 


three major stages: 
(a) the descriptive and borrowing phase, coming to an end late 
in the nineteenth century; 
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(b) the era of prediction, corresponding with the first half of 
the twentieth century; 


(c) the phase of rigorous analysis which developed during the 
early 1960s. 


criptive and borrowing stage included the works of t 

ME adepi coca mentioned above, the accounts of — 
and the writings of educational administrators whose ee 
of foreign school systems was specifically designed to help age 
to improve their own. Xenophon (410-350 BC) gave “a . © 
Persian education (in ‘Cyrophaedia’), Julius Caesar (102-4 ese 
provided accounts of the education of the Belgians and the 3 Je 
(in the ‘Gallic Wars’), Marco Polo wrote about Chinese a 
(in ‘The Discovery of the World’), Sir William Petty (162 T 
advised on schools in Pennsylvania (in ‘The Method of Inquiri g 
into the State of any Country’), La Chalotais commented pı 
science education in Russia (in ‘Essay on National Education , 
1763), while Condorcet (1743-94) compared education in Png 
land, Italy and Germany (in ‘Report of Public Instruction’). n 
important was the contribution by Jullien in 1817; he devised t 
first comprehensive scheme of education systems. 

During the first half of the aol 
Stage developed. Comparativists of this school, such as Kan 
and Hans, were interested in a n A 
effects of the adoption of particular educational policies based 0 
careful and expert observatio 
other countries, The phase following on from this was that i 
analysis, which had had its roots in earlier developments. Expo 
nents of this approa 


produce more rigor 


ve Pes, case studies and cross-temporal studies. 
Comparativists have 
comparative educatio, 
knowledge, (b) to assist reform and development, (c) to improve 
knowledge about one’ ational system, and (d) to pro- 
mote international goodwill, : 
On is ‘ross-disciplinary, that is, compare 
Fr nodologies of a number of the social rang anes 
r Sociologists, economists and political scientists hav 
made contributions to More rigorous comparative studies; thei 
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efforts have been supplemented by the work of psychologists and, 
more recently, by anthropologists. 

The early comparative studies were made mainly by travellers 
who wrote of many things, including educational practices, they 
saw on their journeys abroad. The accounts were descriptive, 
selective and unsystematic. The end of this era is thought to have 
been marked by the publication in 1817 of Jullien’s plan, which 
advocated a more rigorous study of foreign educational systems. 
After that time administrators interested in improving their own 
educational systems travelled abroad specifically to assess what 
their colleagues were doing. They tried to emulate the ‘best’ 
practices, and this was known as educational borrowing. By the 
twentieth century, scholars, mainly historians, founded what may 
be termed the historical-humanistic school. Kandel’s approach was 
characteristic of their methodology, which sought to describe the 
educational system and explain the ‘immanent and permanent 
forces’ which shaped school and college practices. In establishing 
generalisations it was hoped that predictions and procedures by 
which the educational system might be improved would be 
forthcoming. f 

By the 1960s dissatisfaction with these studies prompted com- 
parativists to adopt a social science approach which involved using 
the methodologies of sociologists, psychologists and others. This 
social science school included empiricists and those who showed 
preferences for the problem approach. These comparativists 
claimed that their work was more scientific than previous ap- 
proaches and that it gave more valuable perspectives and provided 
more viable recommendations for policy makers. All researchers 
in comparative education, however, have to face a number of 
methodological difficulties which include: (a) identifying, collect- 
ing and interpreting relevant data; (b) problem identification; (c) 
issues of comparability; and, (d) difficulties concerning 


terminology. > f he rei 
Interest in comparative education was stimulated by universities 
College, Columbia University, New York 


such as the Teachers : ; : 
and the University of London Institute of Education. Increasingly, 
would-be teachers have first contact with comparative education 


in their initial training. However, courses in comparative educa- 
tion are becoming available now In universities and colleges in 
many parts of the world; these also sponsor research and initiate 
published works. Many international agencies are also engaged in 
commissioning publications, arranging 
promoting research in colleges in many 
include UNESCO, the Organisation for 


arranging conferences, 
meetings of experts and 
countries. These agencies 
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Chapter 4 


Curriculum development 


Curriculum development could be summarised as the planning, 
implementation and evaluation of the educational programmes, 
or courses of study, offered by schools and colleges. Notwithstand- 
ing the technical flavour of the summary, the process is charac- 
terised rather by the practical, judgmental nature of the decisions 
which run through it. Basically they are decisions about what is 
to be taught and how learning is to be organised; they are practical 
and judgmental in the sense that they entail the integration within 
teachers’ practices of several different considerations: the form of 
the knowledge or skills to be imparted; the mental growth of the 


learners in question; the context of the learning, including the 
human and material resources and constraints; and the values and 
int 


erests of those involved. Such decisions are often evident only 


as piecemeal adjustments to syllabuses, timetables, etc., but social 
Pressures and educational diversity increase the need for explicit 
Principles to guide, co-ordinat 


> e, monitor and justify the substance 
of teaching programmes. Curriculum development has attempted 
so far to provide an appropriate vocabulary by drawing mainly 
upon an end-means or ‘engineering’ viewpoint; but, as many of 


the dictionary entries will indicate, that viewpoint needs sensitive 
application and major ada 


car ptation to accommodate the circum- 
stantiality of classrooms and distinctive character of teachers’ 
practices. 

Thus most teachers es 
such as ‘all the learnin, 


Curriculum development 


the way in which the whole curriculum represents a ‘selection 
from culture’, assumptions about what knowledge and skills merit 
formal transmission in society (Lawton, 1973). Interpreted from 
this perspective, we may question and clarify the contribution of 
particular patterns of curriculum organisation, subject-based by 
tradition, towards the longer-term purposes of schooling. What 
assumptions are made about which pupils should study particular 
areas of knowledge? Should there be a core curriculum for all 
pupils? 

Views on such issues may gain support because they serve the 
interests of particular social or professional groups. Thus there is 
a sense in which ideology plays a central role in curriculum dis- 
cussion, and in which curriculum development is a form of 
socio-political action (The Open University, 1976). However, this 
may be only intermittently recognised since both pupil and teacher 
expectations are channelled by the social milieu of the school, its 
hidden curriculum, and by the pervasive classroom system and 
assessment procedures. 


What is sometimes ca 
of the main elements which ca 


lled curriculum theory provides analysis 
n be attributed to any curriculum: 


its subject-matter, objectives, learning activities, outcomes and 
their evaluation. Analysis of the first element, for example, leads 


to consideration of the structure of knowledge to be communi- 
cated, and its relationship to the basic curriculum resource pro- 
knowledge. But it is equally 


vided by major disciplines of equi 
significant to understand how such elements are combined into 
working programmes through curriculum design. A course need 
Not be ‘subject-centred’. Learning can be organised around inter- 
ests, themes or problems. Forms of curriculum integration, if 
knowledgeably planned, may well make the pupils’ use of know- 
ledge more active and critical. 
Thus the appeal of the Tyler 
to curriculum design is to offer 


rationale or ‘objectives’ approach 
a methodology by which conven- 


tional content or vague ‘educational purposes’ can be translated 
into effective ‘educational experiences via definition of behav- 
ioural objectives. Using a taxonomy of objectives the course de- 
signer c sd mok more perceptive connections between teaching 
material and appropriate forms of pupil assessment. In open- 
ended learning activities, educational purposes may be formulated 
as expressi Ë bjectives. ut teachers’ actual curriculum practice 
ae pr e T fern the alternative process model of 
curriculum design, which articulates the way in which teaching 
may be nied by p rocedural principles and criteria intrinsic to 
worthwhile subject matter (Stenhouse, 1975). 


ted via 
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European Co-operation and Development, the Council of Europe, 
the Commonwealth Secretariat, the International Bureau of Edu- 
cation, the International Association of Universities, the Interna- 
tional Institute of Educational Planning, and the International 
Association for the Evaluation of Educational Achievement (IEA). 
Comparative education societies have also initiated conferences, 
supported journals and co-operated with other societies in order 
to further the purpose of comparativists. Societies have been or- 
ganised at global (World Council of Comparative Education So- 
cieties), at regional and at national levels. 
A survey of publishing and research trends indicates that area 
Studies are popular and that researchers tend to write about coun- 
tries which are characterised by being among the wealthy, the 
most powerful or the most populous. The topics covered by these 
researches include the improvement of educational systems, on 
methodological and, to a lesser extent, on historical premises. 
The future of comparative education is likely to be characterised 
by an even greater emphasis than at present on the use of social 
science and empirical techniques. It is likely that anthropologists 
will continue to challenge traditional approaches to comparative 
education, but they will have to produce more convincing evidence 
of the viability of their techniques than they have at present. 
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Differing conceptions of means-end relationships also influence 
curriculum evaluation. If the merits of a course can be appraised 
in terms of its contribution to the achievement of specified objec- 
tives, the emphasis may be upon summative evaluation and tests 
of final pupil performance. Similar assumptions make the demand 
for teacher accountability a major issue. However, ‘new ap- 
proaches to evaluation, such as illuminative evaluation, emphasise 
what is intrinsic to a particular educational situation, and the ideal 
of understanding rather than passing judgment on what happens. 
Similarly, democratic evaluation aims to reflect and inform the 
whole spectrum of interest involved, avoiding the narrower regu- 
lative intent of much evaluation. 

The implications of these concepts for rationality in curriculum 
judgment arise mainly from considerations of the ‘what?’ of cur- 
riculum development, the curriculum itself. The ‘how?’ of cur- 
riculum development, the development process itself and its social 
context, entails comparable problems. Though often initiated by 
individual teachers, curriculum change impinges upon others 
practices, thus requiring a balancing of interests and institutional 
support. Indeed, curriculum development can be seen as media- 
tion between the world of the classroom and its changing social 
environment (The Open University, 1976). Curriculum design is 
in fact only part of the more complex social process of curriculum 
Planning. In turn, curriculum planning needs to be seen in the 
context of curriculum control: administrative mechanisms and tacit 
conventions which limit teacher discretion and regulate key pro- 
cesses like assessment. The exercise of influence and actualities of 
decision making are often invisible but embedded in social prac- 
tices. It helps analysis, therefore, to try to distinguish the curricu- 
lum planning models which steer or legitimate such practices and 
the strategies of curriculum change which can modify them. 
Although there has been the same tendency as with curriculum 
design to rationalise decisions within end-means or “engineering” 
assumptions, alternative orientations to the wider development 
process, such as the rational-interactive or situational model, are 
Possible. Because it emphasises that teachers’ ‘real’ curriculum 
objectives arise within their Particular classroom/school situations, 


it helps to justify and guide an emphasis on school-based curricu- 
lum development. 
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strategy of the Schools Council was until recently strongly influ- 
enced by subject interests and the idea of teachers’ (curriculum) 
autonomy. National curriculum projects, based mainly on the 
research/development model of knowledge utilisation, were set up 
to meet the needs of subjects rather than whole curriculum prior- 
ities. Curriculum change was piecemeal, depending upon local 
subject-centred initiatives and informal dissemination. But it is 
now apparent how curriculum development reflects changes in the 
social climate. Economic stringency has brought into the open the 
previously hidden politics of the curriculum. 

The ideas outlined in this overview indicate the extent to which 
thinking about curriculum development has been engendered by 
a planning perspective. It may be evident, however, that if plan- 
ning is formally and narrowly conceived, that perspective may fail 
to register how implicit constraints and informal adaptations to 
them affect curriculum realities. There is particular need to re- 
cognise the ‘situated’ nature of teachers’ practices; for example, 
the way in which teachers, in response to competing demands 
made upon their self-esteem and management ability by classroom 
circumstances and outside expectations, adopt a sceptical stance 
or practicality ethic towards proposals for change. This cautious 
view has been reinforced by fuller analyses of the process of 
curriculum implementation, especially the mutual adaptation 
necessary between curriculum innovators and teachers who have 
to incorporate their ideas in day-to-day practices. Clearly, there- 
fore, curriculum development is bound up with teacher profes- 
Sionality, notably teachers’ collaborative pine i 
monitoring, negotiation, etc. Recent writing may distinguish 
curriculum-in-transaction from curriculum as intention. Thus it 
may stress skills of deliberation or the practical wisdom to ani 
common ground between different perceptions of curriculum tasks 


and reach defensible decisions. 
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Economics of education 


The economics of education is a branch of economic analysis 
which is concerned with the inter-relationships between the econ- 
omy and the education system. Economists have begun to apply 
their analytical techniques to two sets of relationships. On the one 
hand, the education system exerts a powerful impact on the econ- 
omy. Modern industrialised economies require skilled manpower, 
and schools and colleges transmit much of the knowledge and the 
skills which young people will need when they join the labour 
force. Thus the relationships between education, training and 


employment are of vital importance to the economist. 


Equally important are the ways in which the economy affects 
e for education, the 


education. The amount of money availabl cation 
methods by which the government, employers and individuals 
finance education or training, and the way in which resources are 


allocated between different types of education are all partly de- 
pendent upon economic policies. All these topics therefore form 
mics of education. 


part of the subject matter of the econo @ 
cs of education been rec- 


Only fairly recently has the economi i r 
Ognised as a distinct branch of economic analysis, but the subject 


has a long history. Two hundred years ago, Adam Smith discussed 
the way in which education makes a worker more productive, and 


in the nineteenth century Alfred Marshall wrote ‘There are few 
Practical problems in which the economist has a more direct in- 
terest than those relating to the principles on which the expense 


of the education of children should be divided between the state 
and the parents.’ In spite of this, education did not seriously 
attract the attention of economists until about twenty years ago. 
A number of American economists at that time began to explore 
the idea that expenditure On education represents an important 
form of investment. They reasoned that investment in human 
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capital could be analysed in the same way as investment in pa 
capital had been traditionally analysed by economists. This m 
considerable implications for educational planning. Throughou 
the world in both industrialised and developing economies, gov: 
ernments began to examine more carefully the links between hea 
development of their education systems and their economic poli 
ies and targets. 
E first, it was hoped that it might be possible to measure the 
contribution of education to economic growth. When it proved to 
be impossible to measure this in a precise way, many other econ- 
omic techniques and methods of analysis were applied, in the 
hope that governments would be able to allocate resources more 
effectively, to achieve faster economic growth. The ce 
assumption, or belief, was that education is a profitable form a 
investment; increased expenditure on education therefore pein 
yield economic and social returns in the form of higher nationa 
income in the future. f 
Several countries attempted to use manpower forecasting as a 
basis for educational planning. The central assumption of this 
approach is that the growth and development of the economy 
generates a certain demand for qualified manpower and that the 


education system should be developed in accordance with these 
forecasts of manpower re 


planning therefore is to 
education to satisfy fut 
thus to avoid the twi 
manpower. Such a si 
education and emplo 
many other countries, although there have been several attempts 
in this country to pre 

also scientists and eng 
power forecasting ha 


to be the most profitable fo 
the economic benefits of e 
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the problem of planning the future growth of educational 
expenditure. 

In Britain, at least, most attempts at planning the scale of higher 
education, including both the Robbins Report and the more recent 
attempts to consider higher education in the 1990s, have tried to 
forecast the level of private (sometimes rather confusingly called 
social) demand for education, in other words the number of qual- 
ified secondary school-leavers who wish to enter higher education. 
Economists have contributed to this debate by trying to analyse 
the influence of such factors as the life-time earnings of graduates, 
and the costs of university education on the demand for higher 
education. 

This has focused attention on the finance of education, and the 
way in which money is provided, from central and local govern- 
ment funds and from individuals. Two distinct questions have 
dominated research in this area. The first is how different methods 
of financing education affect the efficiency of resource allocation. 
As we have already seen, the question of efficient allocation of 
resources has been one of the central pre-occupations of much of 
the research on methods of educational planning. Equally im- 
portant in studies of educational finance is the question of the 
fairness of alternative methods of distributing resources, and in 
Particular the implications of alternative ways of financing 
education. , 

Two particular proposals for changing the way of financing 
education in the UK have attracted attention: one is that the 
present system of means-tested grants for students in higher ed- 
ucation should be replaced by a system of student loans, So as 
exists in several European countries and the USA; the ot “i 
that primary and secondary education should be arn y 
means of a system of education vouchers. Both proposa!s aa 
been advocated by economists on grounds of both efficiency an 


equity. . 
Most of the issues discussed so far have been anieaared a 
the macro-economics of education — the relationship etween the 
as a whole. Micro-economics, 


economy and the education system @ i 
which eal with individual institutions, has been applied on a 


S d colleges. For example, there have been 
mall scale to schools an! he inputs and outputs of different 


a few attempts to examine t 5 so 
educational F stitutions in order to compare their productivity. 
This is an example of what is often called cost-effectiveness analy- 

blem of defining and measuring the 


sis, but because of the pro Set 
output of education, many educationalists and also some econo- 
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mists believe that it is inappropriate to try to apply such techniques 
to education. 

However, increasing constraints on the growth of public expen- 
diture in both developed and developing economies have focused 
more attention on the costs of education, despite the difficulties 
of measuring the ‘output’ or economic benefits produced by ed- 
ucation. Questions such as whether there are economies of scale 
in education are relevant, whether or not one believes that the 
techniques of cost-benefit or cost-effectiveness can provide guid- 
ance about the allocation of resources in education. 
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Educational measurement 


‘Whatever exists at all exists in some amount. To know it 
thoroughly involves knowing its quantity as well as its quality.’ So 
said Thorndike in 1918 and this remains true today. ‘Knowing its 
quantity’ is another way of saying ‘measuring it’ and what does it 
mean to measure something? Fundamentally we can say that 
measurement entails certain rules and procedures for assigning 
numbers to attributes in such a way that the numbers represent 
the quantity of the attribute. It is necessary to be clear that it is 
not the object, organism or event itself which is being measured. 
For example, we don’t measure ‘a piece of wood’ but we measure 
one of its attributes such as its length or weight. 

The physical sciences have some well-developed measurement 
systems: a good example of this is length. It is not necessary to 


develop complex rules for using a ruler since what is to be done 
is obvious. We obtain a numerical value by seeing how many 
be measured. This 


times we can fit the ruler into the object to b 

system can be sophisticated by taking one ‘stick’ as a standard 
against which other instruments are calibrated, thus allowing dif- 
ferent people to measure length and to discuss results in terms 


which are directly related and interchangeable. 
r we are faced with attributes that 


In educational measurement we af ut 
do not lend themselves to such intuitive procedures. This is often 
well, since, for example, we cannot 


true in the physical sciences as 1 an 
Teadily observe how much copper or how much tin there is in a 
Piece of bronze. We therefore develop complex procedures for 


arriving at the quantities of each. Similarly we cannot see how 
much ‘intelligence’ a child has. However, measurement of human 
attributes causes problems beyond those of establishing pro- 
cedures, and these are the problems of defining what we are 
Measuring. At least there is little controversy about the compo- 
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sition of bronze, which is made from two well defined elements. 
Intelligence, on the other hand; may be a mixture of a large 
number of attributes which are not only badly defined but may 
not even have been postulated. Defining attributes is therefore a 
major problem for educational measurement since loose def- 
initions allow scope for individuals to make different interpret- 
ations of the numerical results of any measurement procedure. 

Another major problem is that there are no fundamental stan- 
dards to act as the units of measurement. In measuring length a 
choice of any ‘stick’ of any length could serve as the standard 
around which a system of measurement can be built. In measuring, 
say, intelligence, there is no obvious ‘stick’ to choose. The kinds 
of ‘stick’ most commonly used are the items which make up fests, 
but no single item and no single test would be acceptable as the 
Standard for the attribute it purports to measure. 

Both the problems of definition and of standards have to be 
Overcome to some extent before there can be a useful measure- 
ment system. How this has been tackled is described briefly below. 

In considering the first problem of defining educationally mean- 
gful attributes we can identify two main sources, both of which 
apply to measurement science as a whole. One source is the 
inability to measure the attribute directly which means that we 
must rely on measuring its effect. Temperature is a clear example, 
where we measure the effect it has on the expansion of mercury 
in a tube. Similarly mathematical computation is measured by the 
Outcome of responding to a sample of items which have been 
designed to represent the domain called ‘computation’. We cannot 
measure computation without looking at the outcome to a number 
of specified tests. The other source of the problem of definition 
is that there are numerous variables which will alter the effect of 
Our attribute. Gravity has an effect on the height of mercury in a 
way which is independent from the effect of temperature. Like- 
wise fatigue will alter the results of a maths test in a way which 
is unrelated to a Person’s ability to do the test. The reason that 
the definition problem is more acute in educational measurement 
is not that the difference is one of kind but one of degree. A 
maths test result can be affected by lighting, emotional trauma, 


in 
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the methodologies used in the physical and social sciences to 
overcome the problems. 

The attempts to overcome the definitions problem can be div- 
ided into two approaches, although neither is used entirely alone. 
One approach is to analyse logically a domain of interest in terms 
of strictly behavioural outcomes such as ‘addition of all single 
figure integers’. Tasks (or items) can be devised which represent 
this domain, and success in part or all of this domain demonstrates 
that the person has some of the attribute in question. This ap- 
proach dominates the attainment area of educational measurement 
where attributes are highly dependent on conscious teaching. The 
other approach to definitions relies far more heavily on statistical 
techniques. This is primarily because logical analyses have not 
been able to define clear domains. An example is attempting to 
define intelligence where the attribute has a hypothesised effect 
in a large number of situations. Some of these situations will, by 
definition, be new situations which have not yet occurred. How 
then can the boundaries be drawn up using a pure logical ap- 
proach? It is true that in the area of psychological measurement 
attributes have a greater generalised effect on behaviour, and this 
increases the number of situations in which they can be measured. 
This generalised effect gives much greater scope for data collec- 
tion; and it is the vast quantities of data available that have made 
it necessary for educationalists and psychometricians to use tech- 
niques for investigating and ordering these data with the aim of 
gaining a clearer picture of the attributes which are likely to 
underlie the outcomes. Until the present the most common tech- 
niques have involved correlational methods, the most advanced of 
which are grouped under the name factor analysis. It is likely, 
however, that new methods, such as those based on item charac- 
teristic curve theory will provide alternative methods for anes 
gating data in order to suggest and define underlying attri ues 

The second major problem of finding standard units in whic 
to express the quantities of our attributes has been overcome in 
a rather crude but nonetheless an effective manner. It is crude 
because a similar method for determining length would provide 
a less adequate measurement system than the one already avail- 
able. It is best to illustrate this by using the analogy that every 
test item requires a different amount of the attribute before it can 
be tackled successfully, but we do not know how much of the 
attribute is required. It is like measuring length using a bundle of 
sticks all of unspecified lengths and asking whether our object is 
longer than the stick (i.e. passes) or shorter than the stick (i.e. 
fails). The score of passes and failures will give a measure of 
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length. Obviously, a short stick will be passed by more objects 
than a longer one. This illustrates what happens when we obtain 
a test score. In order to improve the interpretations made from 
this basic procedure we take a fixed bundle of sticks (cf. items in 
a test) and see how various people score on them. The process 
involved for doing this is called standardisation and involves ad- 
ministering our test to a carefully selected and defined population. 
Our interpretations can then be made in relation to the distribution 
of scores, usually with reference to a measure of central tendency 
such as the mean and a measure of dispersion such as the standard 
deviation. To illustrate the kinds of statement that can then be 
made consider expressing a person’s height as ‘taller than 95 per 
cent of the people of Britain’. This may be unsatisfactory when 
we already have a good measurement system for length but it is 
extremely useful when no such system exists. Other forms of 
interpretation rely on the domain model where results are ex- 
pressed in terms of percentage success for that domain. Such tests 
fall within the category of criterion-referenced or domain-refer- 
enced tests. The process of test construction, however, is more 
sophsticated than merely combining items which seem to the con- 
structor to be appropriate. This is because there are problems of 
obtaining consistency in our measures and so an item’s discrimi- 
nation is calculated to help to ensure that the final test will have 
a high reliability, and reduce the errors of measurement associated 
with any test. It is also important that the items are of an appro- 
priate difficulty for the population it is intended to test. Such 
procedure is called an item analysis. 
P The tests that are finally constructed provide numerical values 
a Pee form scales of measurement, and the proper- 
benoae. e ccording to the attribute concerned and 
establishing em eet oe success of such a scale rests on 
cames oie ai 4 sa relation between it and those out- 
well-established relatio: b nel Samy rps: Epa Pore 
of merun 5 n between thermal dynamics and the height 
cury ın a tube or vaporisation of water. The establishing of 
s ceianon hip between the attribute and its effects demonstrates 
the usefulness of the scale which is called validity. Validation is 
the final stage in developing a m t 
tribute, and it is at thie s easurement system for an at 
i age that many attributes and their 


ile scales are dropped in favour of other more successful 
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Since education covers such a vast range of interests, ages and 
subjects; and since the processes of education are dependent upon 
the interchanges of information and opinion between people, it is 
perhaps inevitable that a great many organisations should be 
formed which play a part within the educational system, for people 
find support in organised groups and often development can only 
spring from co-ordinated effort. Directories and yearbooks pro- 
vide lists of bodies, connected in one way or another with edu- 
cation, which run into thousands. The degree to which a nation’s 
educational system is controlled by government does not appear 
to alter substantially the sort of sub-structure of organisations that 
develops. 

_ One can distinguish several types of organisation: administrat- 
ive, professional, research and supportive. Such classifications can 
be used to suggest broad groupings of organisations but should 
not be considered as exclusive categories. A body that has an 
administrative function may also provide controls to a profession, 
it may carry out research and it may be supportive of education 
through the provision of resources or information. Whilst the 
examples quoted in this section are British (and some European) 
it Is interesting to apply the same sort of model of organisational 
structure to other countries. Differences of a minor nature may 
emerge: some systems will have a greater involvement of private 
enterprise interests, others will have more parts of the overall 
structure dependent upon the government through its Ministry of 
Education. 

Whatever the balance, there 
administration of the statutory 
out through a government depa: 
with extant statutes and the poli 


appears to be a pattern in which 
provision of education is carried 
rtment. This will be in accordance 
cy of the ruling government. Since 
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this is also linked to the government system of financial control, 
it is the main force of change (or stasis) within the system, and 
the policy carried out by this government department will shape 
the forms and relationships of the majority of the other organis- 
ations. Educational administration is thence carried out through 
a tiered structure of regional and local organisations dealing with 
all the necessary aspects of finance, buildings, staffing, material 
provision and educational policy and practice. Parallel to this 
structure is another organisational pattern which controls and 
administers the examinations and setting of standards which are 
required of the recipients of education. 

Professional organisations interlock easily with the administrat- 
ive structures in that they give groups of professionals within 
education loci for exchanges of views, the maintenance of profes- 
sional standards and the advancement of specialised interests. 
Such groups may be concerned directly with administration or, as 
in the case of professional unions or associations, with the pro- 
tection of conditions of service; others may be solely concerned 
with a specific subject within the curriculum. However, all have 
a contribution to make to education and support the unofficial 
organisational structure that surrounds and assists the official 
structure, The extent to which this is true can be seen by the 
degree of representation from governmental bodies, both national 
and local, on professional associations. © 

Research organisations, some of which also have a develop- 
mental role, are often established by the official educational struc- 
ture but are given an autonomous identity. Thus, ci they 
are here grouped separately, the input of research that they give 
to the established system will be evident. , 

The remainder of this ‘unofficial’ structure 1s made up of a wide 
variety of groups and organisations which provide support and 
information. Almost all of these are based on a special interest, 
a specific subject or sector. Though some may = tonnen by 
‘official’ monies, most arise out of the independent e orts of 
a fessional interest. The resulting 


$ articular pro: 3 
people sharing a p he educational system resources, 


organisations serve to feed into t I 
adice and information. This latter group, the supportive organ- 


isati lancing mechanism to the whole system in that 
they fil act satisfy needs as they are perceived to arise. 
Whilst one may find the occasional example of two or more or- 
ganisations with the same objectives, resulting perhaps from dif- 
ferences in the personalities involved, the majority are the sole 
representative of a particular educational interest. As with the 
evolution of species, organisations grow up because of current 
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conditions; and those that survive have adapted successfully to 
the changes within the world of education. Therefore, though this 
is a somewhat simplistic view of the structure one can conceive of 
educational organisations in the pattern shown in Figure 1. 


ADMINISTRATIVE 
ORGANISATIONS 


RESEARCH and 
ADVISORY 


OFFICIAL 7 
ORGANISATIONS 


PROFESSIONAL 
ORGANISATIONS 


PROFESSIONAL 
GROUPS 


UNOFFICIAL 


SUPPORT 
SERVICES 


SUPPORT 
ORGANISATIONS 


Figure 1 


Entries to be found in Part 2, listed under headings in Figure 1 


Administrative organisations 


Academic Liaison Offi p 
=a ces. Assessment Unit. As- 
sociation o of Performance 


er al Northern Ireland Education and Library Boards. 


n of the European Communities. C. tion of Scottish 
Local Authorities. Council R i 
Auhornés. De of Europe. Council of Local Education 


: partment of Education and Science. Department of 

peor for Northern Ireland. Educational Dissdventane Unit. 

Welsh On Cultural Foundation. Scottish Education Department. 
elsh Joint Education Committee, Welsh Education Office. 


Examining bodies 


Consultative Committee d 
on the i ini ies. 
Sede Causes Curriculum. Examining bodies 
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Research and advisory organisations 


This is given as an entry itself. 


Professional organisations 


Advisory Council for Adult and Continuing Education. Associ- 
ation of Chief Officers of Area Boards for Education and Libraries. 
Association of Directors of Education in Scotland. Association of 
Education Officers. Careers organisations in education. Council 
for National Academic Awards. Further Education Staff College. 


General Teaching Council for Scotland. Industrial Training Board. 


National Federation of Community Associations. National Institute 


of Adult Education. Open University. Professional organisations. 
Scottish Institute of Adult Education. Society of Education Offi- 
cers. Teachers’ unions and professional associations. Training and 
Further Education Consultative Group. Training Services Division. 
Universities Central Council on Admissions. University Grants 


Committee. Workers Educational Association. 


Professional groups 


Health Education Council. Parents’ organisations. Scottish Health 


Education Group. Trades Union Congress. 


Support services 
here termed ‘support 
rt of the governmental system, those 


local authority support but remain 
support as independent com- 


e in common is that as part 
de support to education. 


Within the range of organisations which are 


services’ are those that are pa 
that receive government or t008 
autonomous, and those that provide 
panies. The element which they hav 
or whole of their function they prov! 


Briti i oration. Broadcast organisations. Cen- 
ritish Broadcasting Corp | Visits and Exchanges. Independent 


tral Bureau for Educationa' 3 l 
television. poe radio. Museums Education Services. Sports Coun- 
cil of Great Britain. 
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Amongst those organisations which service education or stimulate 
innovation and development are a number of organisations whose 
declared function is to develop audio-visual resources and to pro- 
mote educational development through the principles of educa- 
tional technology. Any short selection such as this does an 


injustice to those organisations left out. There are many more 
related to specific subjects. 


Association for Educational and Training Technology. British Film 
Institute. Council for Educational Technology for the United King- 
dom. Educational Foundation for Visual Aids. Educational Tele- 
vision Association. International Council for Educational Media. 
Scottish Council for Educational Technology. Society for Academic 
Gaming and Simulation in Education and Training. 
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Educational research 


Although some educational research is aimed at extending the 
boundaries of knowledge, the bulk of educational research in 
Tecent years has been aimed at providing information, tools and 
instruments for decision making. A better title for some of this 
research may be educational evaluation. The evaluation may be 
of new curricula, systems and styles of education. There are four 


styles that are used: 


1 Controlled enquiry, which is based on the classic concept of 


the scientific experiment. This style of enquiry assumes that it is 
possible to have a disinterested unbiased approach based on clas- 
sical logic. It often makes assumptions that there are clear stan- 
dards for judgment based on a null hypothesis as a foundation for 
statistical calculations. The researcher maintains distance between 
himself and what is to be studied. The ultimate aim is to produce 
precise unambiguous statements often for the sake of extending 
empirical knowledge. This style of carrying out research usually 


involves large numbers of learners, often comparing different 
The tests are developed 


backgrounds and/or methods of teaching. > deve 
as instruments to enable the collection of data about individuals, 
Such as intelligence tests and examinations, attitude scales, person- 

d questionnaires. Associated 


ality assessment, tests of creativity an t 
ıdardised scores on tests. The reporting 


with this style are the star Ons ` : 
of this style of enquiry is usually statistical, often involving com- 
plex analysis of data. An excellent paper by Campbell and Stanley 
(1963) outlines the designs for educational research using this style 
and the following one of conceptual inquiry. The advantages are 
that a large quantity of data is collected which may form a basis 
for generalising from the sample to the population. The disadvan- 
tage is the impersonal style, making it difficult for the reader or 
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teacher to identify with the conclusions. In addition, detailed data 
are sacrificed for the sake of general conclusions. Critics of the 
approach suggest that it is impersonal, based upon the questions 
the researcher wants to ask, and smacks of fertilising seeds (lear- 
ners) and comparing growth. Advocates of the approach point to 
objectivity, precise thinking and logical development leading to 
generalisable conclusions. It is an analytical piece-by-piece collec- 
tion of information. 


2 Conceptual enquiry, which is based also upon the idea of 
science being value-free and not biased politically. However, this 
approach not only acknowledges that other bases than the scien- 
tific approach exist, but consciously attempts to use these other 
approaches. This style acknowledges that the norm is an opinion 
based on theoretical perspective and not an axiom. The basic 
assumption of the style is that there are ever-expanding research 
programmes. These programmes derived from the continual 
attempt to develop new conceptual frameworks, to try out inno- 
vations and to view these innovations from a variety of perspec- 
tives. There is no specified and preferred logic. Associated with 
this style are curriculum development, educational technology, in- 
novation strategies, and the use of techniques from other disci- 
plines. A model of the approach is one of conflict between existing 
and new strategies (for example criterion-referenced measurement, 
norm-referenced measurement). 

The reporting of this style of research can take a variety of 
a It usually involves persuasion based on a preferred basis 
SE EE Icarning), use of examples showing the effective- 
The esamnies x a a a often psychological or other evidence. 
bea dedikon A a a statistical basis. Such an enquiry may 
In this case data on Te i a re analysis S lain pe RA 
behe basis ofthe anai se of resources, facilities and staff woul 
di tame Ge th alysis. Certain observation schedules would 

wantify data, E is category; in these an attempt is made to 
q a. Each is an analytical Piece-by-piece collection of 


information with some atte: i ther the piece 
m! 
i pt to bring toge 


it Troa. ity, which is based on the assumption that 
that any researcher iss : disinterested unbiased approach, but 
for his work. The wha a preconceived and interested value base 
human activity and the t T main assumption is that education is 4 
develo y at educational research is to promote human 

evelopment on the widest possible scale. The researcher deli- 
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berately makes contact with and interacts personally with the 
learning environment. A continual contact is made to enable the 
researcher and those with whom he is working to get to know 
themselves and one another better. The basis of such work may 
include observation, interviews and informal discussions in order 
to get a picture of the environment. The development of illumi- 
native evaluation is in this category. The researcher may choose 
co-operation or conflict as his basis for collecting data. The re- 
porting style is still that of an outsider judging. However, the 
researcher usually admits openly his bias. The report is a result of 
subjective filtering by the researcher based on his bias or by using 
an advocate and an adversary approach, leaving the reader to 
make a decision. The report usually includes case studies and 
direct quotations. Such reports are very readable (almost in the 
style of a novel), but are not quantitative and provide problems 
for generalisations. The emphasis is on detailed information rather 
than generalisations, but the approach attempts to look at the 
whole rather than collect specific bits of information. 


4 Active specific enquiry, which is a relative newcomer in the 
field of educational research, has a more general modus operandi. 
Its origins are more in the area of literature, poetry, music and 
art rather than science. The ultimate aim is to enable a specific 
individual to know himself better. In the context of educational 
research the researcher acts as an enabler to the teacher or 
teacher-learner situation so that the participants may improve 
understanding. The basic assumption is different, from the other 
three styles because the researcher is not intending to report e 
other people what he finds. His report will be mainly abou ae 
methods of enabling. He is committed to action-oriente mn È 
This particular style presents problems to the teacher: ) e at 
teacher involved in such an activity he can identify clearly wi 


i i i ion has difficulty 

what is tak lace. Anyone outside the action 

comprehendini what is taking place. The most satisfactory reports 
p d in the action. Some styles of 


ar eacher involve s 
oe a hemselves better to reporting than 


res i is area lend t t 

hue bee pees has been developed from psychiatry, the 
personal construct. The approach is very much a holistic one. 

Obviously there are overlaps age ne pano se ana m 

is ‘ ' than another. Much pu ished work, unti! 

one method is ‘better E paed, This 


i the first or 
recent years, used exclusively thi : 
now et common to mix paradigms to give a range of hard data 


and illuminating case studies. ; 
The pointy of educational research is through a wide range 
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of journals, reports, theses and dissertations. Access to the range 
of reports is through one of the educational abstracting systems. 


Further reading 


Nisbet, J. D. and Entwistle, N. J., ‘Educational Research in 
Action’, Hodder & Stoughton, 1972. 
Ebel, R. L. (ed.), ‘Encyclopaedia of Educational Research’, 4th 
ed., Collier Macmillan, 1969. : 
Gage, N. L. (ed.), ‘Handbook of Research on Teaching’ (particu- 
larly D. T. Campbell and J. C. Stanley, ‘Experimental and 
Quasi-Experimental Designs for Research in Teaching 
pp. 171-246), Rand McNally, 1963. 

Travers, R. M. W. (ed.), ‘Second Handbook of Research on 
Teaching’, Rand McNally, 1973. 


Entries to be found in Part 2 


Aims. Analysis of data. Aptitude. Attitude scale. Cluster analysis. 
Correlation. Cost analysis. Creativity. Criterion-referenced 
measurement. Curriculum analysis. Divergent thinking. Domain 
referenced measurement, Educational abstracting systems. Educa- 
tional evaluation. Examinations. Factor analysis. Goal. Illumina- 
tive evaluation. Individual differences. Innovation strategies. 
Intelligence tests. Interaction analysis. Likert scale. Mean. Non- 
parametric statistics. Norm-referenced measurement. Null hypoth- 
esis. Objectives. Objective test. Observation schedules. Parametric 
Statistics. Personal construct. Personality assessment. Population. 
Programmed lear ning. Questionnaire. Reliability. Sample. Scaling. 
Self-rating. Semantic differential. Skills analysis. Standard devia- 


esa Standardised score. Systematic. Task analysis. Thurstone 
scale, 


Chapter 9 


Educational technology 


The term educational technology is an unfortunate one in that to 
some it indicates an exaggerated concern with the mechanisms of 
education like audio-visual media and computers. 

In November 1964 Skinner gave a lecture to the Royal Society 
entitled ‘The Technology of Teaching’ (Skinner, 1968). This was 
perhaps the forerunner of the term ‘educational technology’; Skin- 
ner used it not essentially in a mechanistic sense, but rather to 
emphasise that because of the nature of the emerging principles 
of programmed learning education was no longer only an art. 

These principles underlined the importance of the learner as 
central to the teaching/learning process, pointing to the change 
from a largely teacher-oriented process to one where a student 
can take responsibility for his own progress. It was this change in 
emphasis that led to the emergence of the discipline of educational 


technology. 

Educational technology is basically the application of a system- 
atic or systems approach to education. Such an approach is often 
Seen in terms of three main aspects: (1) the specification of the 
educational objectives of a course, (2) the determination of the 
teachingllearning methods to be used; an I 
course material in terms of the objectives set for it. 

Such a systematic approach to education accepts the student as 


central to the learning process and is concerned with the variety 
of methods that can be used, such as self-teaching techniques, 
individualised instruction, etc. It is also concerned with the need 
for the student to explore and develop a variety of study skills. 

With the development of information technology, teaching/ 
learning methods are likely in the future to be influenced by the 
new technology and developments in micro-electronics. 


To date educational communication has largely been an inter- 
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action between students, teachers and books. In the future a 
variety of resources are increasingly likely to be made available 
to students, often in specially designed resource centres which will 
not only have a variety of audio-visual media, games and simu- 
lations, etc., but will also house computer terminals with quick, 
easy access to information databanks. 

Educational technology should be seen not as the machine tak- 
ing over the teacher’s role, but rather in terms of a developing 
science of education which uses a host of methods, techniques 


and resources to assist the teacher and support the student in the 
learning task. 


Further reading 


Hills, P. J., ‘Teaching and Learning as a Communication Process’, 
Croom Helm, 1979. 

Howe, A. and Romiszowski, A. J., ‘International Yearbook of 
Educational and Instructional Technology, 1978-79’, Kogan, 
Page, 1978. 


Skinner, B. F., ‘The Technology of Teaching’, Appleton-Century 
Crofts, 1968. 


Entries to be found in Part 2 


Audio tape recorder. Audio-tutorial. Audio-visual media. Books. 
Computer. Data bank. Educational communication. Evaluation. 
Feedback. Film. Games and simulations. Group method. Indivi- 
dualised instruction. Individually prescribed instruction. Informa- 
ton technology. Keller plan. Linear programme. Multiple-choice 
programme. Pressey. Prestel. Programmed learning. Resource 
centre. Self-teaching techniques. Skinner. Slide. Study skills. Sys- 
tems approach. Tapelslide. Teaching/learning methods. Television. 


Terminal. Videotape recorder. 


Chapter 10 


History of education 


The Charity schools established at the end of the eighteenth cen- 
tury under the aegis of the Society for Promoting Christian Know- 
ledge constitute, for all practical purposes, the first organised 
attempt at producing institutionalised education’ for the masses. 
Although initial enthusiasm had waned by about 1730 it was not 
until fifty years later that another venture, the Sunday school 
movement, began. The social and political upheavals engendered 
by population growth, increasing urbanisation, the war with 
France, 1793-1815, and the industrial and agricultural ‘revolu- 


tions’ brought increasing concern for the social training and in- 
hools were sponsored by various 


th century. These became 
ded by the Com- 


the Liberal government, posses 


able to pass the contentious Elementary 
at last ended the religious societies’ monopoly of state-provided 


funds. During the next half-century a series of acts gradually made 


School attendance compulsory until the age of 14 years. 
om the schools for the children of the 


Completely divorced from | r | 
poor were those for the offspring of the burgeoning middle classes 
and the landed aristocracy. Whereas the latter had relied heavily 
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on private tutors and the Grand Tour to complete the eduman 
of their sons, they now began to send them in increasing m ical 
to non-local boarding schools giving a predominantly classi a 
education, the Public Schools. Socially ambitious middle-class pa A 
ents, whose wealth came from industry and commerce, provi d 
a new clientele for these schools and the universities of oe i 
and Cambridge. Valuing the competitive entrepreneurial 1 cps 
they wanted the reform of those institutions that had faile q 
move with the times. Hence the Public Schools, the endowe 

schools, and the universities of Oxford and Cambridge pem 
the objects of scrutiny by Royal Commissions. The new device 0 
school examinations, a product of Benthamite reform, the contem- 
porary competitive ethic, and the growing professionalisation © 
middle-class occupations gave parents a yardstick by which to 
judge the schools. It also enabled the pioneers of girls education 
to argue that girls were as educable as boys. The increasing cha 

lenge to Britain’s industrial leadership in the 1860s prompted a 
group centred around Lyon Playfair to demand improvements 1n 
technical and scientific instruction. By the end of the gp 
higher-grade schools, the new civic universities, the City an 

Guilds of London Institute, technical colleges and polytechnics, 
Ane thp Science and Art Department were responding tO this 
need. 


The multiplicity of institutions involved in secondary and ea 
nical education, the many ways in which they were financed, an 
the problems facing working-class children in transferring from 
the elementary to the secondary school were highlighted in the 
Bryce Report of 1895. The Education Act 1902 at last brought 
elementary and s 

umbrella, althou 
tions and methods of ‘teacher training remained divorced from 
each other. The new opportunities now available to working-class 
children raised the problem of their selection for secondary edu- 
ve Pa ded that was not resolved until the comprehensive 
schoot provided a to ripartite system. 

The Second World War, as did ie cade ones of 1899 a 
neer about the physical and inteleasa 
ry’s human resources. The provis 
school meals and the ° ion © 
the handicapped oe health service and the educat 


: il 191 
: entary schools had lingered on until 1 

— theoretically making a pra i ailable tO 

the poorest child. Dur; grammar school education av 
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reliability of the selection procedure for secondary education in- 
creased, and the success of novels such as E. Blishen’s ‘Roaring 
Boys’ (1955) reflected public concern about the state of the sec- 
ondary modern school. At the same time these schools began to 
enter their abler pupils for the same examinations that children 
were sitting from the grammar schools. The publication of Circular 
10/65 requesting Local Authorities to prepare plans for the reor- 
ganisation of their schools on comprehensive lines was the first 
step towards the abolition of a selective system of education in 
the public sector, an objective yet to be attained. 

Meanwhile, the growing material prosperity of the 1950s and 
1960s nurtured the belief that higher education offered not only 
a passport to a better job but was also a ‘right’ and a ‘good’ in 


itself. Economic pressures for an increase in the size of the trained 
scientific labour force reinforced these expansionist tendencies. 
The Crowther Report, ‘15 to 18’ (1959) and the Robbins Report 
on Higher Education (1963) and the Newson Report, ‘Half Our 
Future’ (1963) drew attention to the reserves of ability still un- 
tapped by the education system at various levels. In tertiary ed- 
ucation reforms in teacher education, the expansion of the 
universities, and the creation of thirty polytechnics were amongst 
the major achievements of an era that ended with the public 


expenditure cuts of 1974. 


Further reading 


he Nineteenth Century’, 
inted Frank Cass, 1966. 
f English Educa- 


Archer, R. L., ‘Secondary Education int 
Cambridge University Press, 1921; repr 


Armytage, W. H. G., ‘Four Hundred S7 o 
ion’ i iversity Press, 1970. E 
tion’, Cambridge University Fre: r 1970. Britain’, University 


Curtis, S. J., ‘History of Education 
Digby. A, ae. P. ‘Children, School and Society in Nine- 
Gosden, Century Basle cation in the Second World War’, 
Sete T an ‘Learning and Living 1790-1960", Routledge 
Biya bine n Evolution’, Hart-Davis, 1971; Paladin, 
Hurt, 3 _ S., ‘Elementary Schooling and the Working Classes, 
1860-1918’, Routledge & Kegan Paul, 1979. 
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Lowndes, G. A. N., ‘The Silent Social Revolution’, Oxford Uni- 
versity Press, 1969. 

Simon, B., ‘Studies in the History of Education, 1780-1870’ 
(1960); ‘Education and the Labour Movement, 1870-1918’ 
(1965); ‘The Politics of Educational Reform, 1920-1940’ (1974); 
Lawrence & Wishart; available in paperback, 1974. 

Sturt, M., “The Education of the People’, Routledge & Kegan 
Paul, 1967. 

Whitbread, N., ‘The Evolution of the Nursery-Infant School’, 
Routledge & Kegan Paul, 1972. 


Entries to be found in Part 2 


Arnold, Thomas (1795-1842). Beloe Report. Certificate of Second- 
ary Education. Charity school. City and Guilds of London Insti- 
tute. Cole, Sir Henry (1808-82). College of Preceptors. Committee 
of the Privy Council on Education. Comprehensive secondary 
school. Education Act 1902. Elementary Education Act 1870. En- 
dowed school. Factory children. Forster, W. E. (1818-86). Girls 
education. Girls’ Public Day School Trust. Handicapped child. 
Kay-Shuttleworth, Sir James Phillip, first baronet (1804-77). Lit- 
rhe rate. London polytechnics. Lowe, Robert, first Viscount 
Pate wa (1811-92). Monitorial system. Multilateral school. 
P am, Rip Lyon, first Baron Playfair (1816-98). Polytechnic. 
Royal So, ool. Ragged school. Religious societies. Revised Code. 
Scho l ociety of Arts. School attendance. School examinations. 
a A meals and the school health service. Science and Art De- 
pin ia Selection for secondary education. Standards of the Re- 

ode 1862. Sunday School. Teacher training. Technical and 


scientific instruction. Triparti 
i ton. Tripartite system. Universiti ord an 
Cambridge. Whisky money. . en 


50 


Chapter 11 


Industrial education and 
training 


The term ‘industry’ is generally and loosely used to describe all 
those activities involved in the making, supply and distribution of 
goods and services. Reference to the education industry in the 
same textbooks as analyses of manufacturing tend to blur some of 
the distinctions that perhaps we should be careful to make. Terms 
like Industry Training Boards (ITB), which cover something like 
half the working population of the UK and are referred to by 
everyone except themselves as Industrial Training Boards, further 
the confusion. 

In this section, we shall use the word ‘industrial’ to indicate two 
things. First, we are concerned by and large with manufacturing, 
the production of goods and their subsequent servicing and main- 
tenance. Essentially, this kind of activity in an economy like that 
of the UK is concerned with the creation of wealth and its distri- 
bution through profits. These profits can be attributed to private 
shareholders or to the state. We therefore cover all manufacturing 
industry, from the nationalised state corporations like gas and 
electricity to the smallest owner-manager enterprise. Second, we 
tend to favour using the word ‘industrial’ to indicate those jobs 
involved in direct work upon the products of manufacturing. We 


thus include shop-floor staff, technical and engineering specialists, 
we shall step outside these 


and the skilled crafts. Occasionally, ] ide 
boundaries because some terms (like the Industrial Training Act 

and the Employment and Training Act) cover wide references. 
The characteristics of operative training are such that it has 
produced a number of specifically aimed techniques, such as sys- 
tematic training based on skills and task analysis. Although many 
re not in the classical sense skilled, 


jobs descri operative a 
icant 4 nd a high level of expertise. Craft 


we shall see that many dema : : 
apprenticeship is one of the very few career openings available to 
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the 16-year-old school-leaver. For boys it remains a major oppor- 
tunity, and as many as 40 per cent of 16-year-old boys leaving 
school in any one year enter apprenticeships. Under the influence 
of the ITBs apprenticeships have improved considerably in quality 
over the last few years. 

Of all the categories of industrial employment the most difficult 
to define with precision is technician, and therefore technician 
training. It has been estimated that there are as many as 4,000,000 
people in technician jobs in the UK. The idea of a technician 
occupational group with special education and training needs is 
relatively recent and an adequate definition of the term is not 
easy. Generally, technician jobs lie between the qualified engineer 
or technologist and the skilled craftsman. Technicians understand 
general principles affecting their work but probably do not have 
a detailed theoretical grasp. 

Technologists are of increasing important in the UK industrial 
sector, largely because of the acceleration in the speed of change 
in technologies. Their education and training are usually at the 
level of a university degree and they need an understanding of the 
fundamental principles of their subject. Their skills lie in the 
application of the scientific method to industrial problems. 

Provision for craft, technician and technologist education is 
made within the UK formal education system. The Technician 
Education Council is steadily expanding its range of activities 
including the transfer of courses formerly run by the City and 
Guilds of London Institute to qualify successful people for mem- 
bership of institutions. There are also the graduate engineers tO 
consider; see the Council of Engineering Institutions. 

Most training is carried out in organisations. There has been 4 
sharp increase in recent years in the quantity and quality of in- 
dustrial training in response to legislation. The role of the Man- 
poner Services Commission has been significant, especially 
t agh such systems as the Training Opportunities Scheme. 
ite cde of all these activities remain the provision of an 
re i p number of trained skilled people to run a modern 10- 
is á Aae | effectively. There is room to doubt whether this 
trainers milah a S government, industry, educationalists 4 
proposals fo ish. The government has recently brought forwar 

r a radical re-organisation of industrial training in- 


cluding th 43 g g 
ing — n of all but six of the statutory Industry Tra! 
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Entries to be found in Part 2 


Apprenticeship. Attitude/knowledgelskills. Audio aids. Audio-vis- 
ual aids. Automated programmed instruction. Character-building 
industry. Council of Engineering Institutions. Council of Technical 
Examining Bodies (TEB). Cumulative-part method. Diagnostic 
branching. Direct training services. Exemption (levy). Group 
Training Scheme. Human resources. Industrial Training Act 1964, 
and Employment and Training Act 1973. Industry Training Board 
(ITB). Industrial Training Service (ITS). Instructional specifica- 
tion. Instruction schedule. Job analysis. Job enrichment/enlarge- 
ment. Key results. Key training grants. Learning curve. Link 
course. Manpower planning. Manpower Services Commission 


(MSC). Mobile instructor service. Module (modular) training. 
Multiple-skilling. Occupational analysis. Operative. Part-method. 
Preparatory courses. Re-training. Skill centre. Skills analysis. Tech- 
nical Education and Training Organisation for Overseas Countries 
(TETOC). Technician. Technician Education Council (TEC), 


Scottish Technician Education Council (SCOTEC). Technologist. 
Training needs analysis. Training Services Division ( TSD). Train- 
ing within industry (TWI). Unified vocational preparation (UVP). 
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Chapter 12 


Management education and 
training 


’ jobs are 
Management is a difficult term to define and iene a £ sche 
difficult to identify with precision. There have been a la a scription 
of theories advanced together with a great deal of ies ihe 
based on observation. Because we have these difficu es ais 
boundaries of management education are not clear. ae 
the term management to mean all those people who = ing 
sible for achieving the organisation’s objectives, either Y ialists 
responsible for other people’s work or for their own as sp usually 
at the same level. Included in this are supervisors, who are ement 
responsible for a relatively narrow area of work. Men ae 
training is concerned with those activities designed to help 
ager improve his performance in his current job. 


sion in 
In the last few years there has been an enormous expan 
activities described as mana, 


ing from the formation oft 


: : ain- 
On particular theories like Coverdale tr 
ing, Kepner-Tregoe and the managerial grid. future 
Management training tries to Prepare a manager for a 
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job and expanded responsibilities. Education deals with the theor- 
etical foundations of management although, as we shall see, there 
is no defined body of knowledge called management but rather a 
collection of parts of other subjects like economics. Thus, quali- 
fications like the Diploma in Management Studies cover a very 
wide range of topics from accounting to work study. A substantial 
part of most management education and training today is devoted 
to the behavioural studies/sciences and the use of techniques like 
sensitivity training derived from them. Since management is often 
deeply concerned with producing work through other people this 
emphasis is not surprising. 

It is clear that managers learn best by doing. Through coaching 
and counselling the boss is critical in this kind of learning. Self- 
assessment and self-development through active learning methods 
(or learner-controlled training) fits this concept well. However 
extensive the knowledge, however clever the training techniques 
and however advanced the skills the manager has, in the end the 
manager is responsible for his own performance. Therefore, he 
has to manage his own learning and growth. 

Approaches to management education and training that recog- 
nise this kind of self-responsibility are likely to be more successful 
than any others. In addition, such approaches recognise that all 
managerial jobs are unique. There are many influences that pro- 


duce this uniqueness, from the size of the organisation to the 
individual’s managerial style. This uniqueness forces training 
fferent from those they 


specialists to use skills and techniques di ate 
would adopt for, say, training operatives. Managers need indivi- 
dualised education and training programmes. There will be some 
common elements which can be dealt with in a general way. But 
Most parts of the manager’s job are particular to that manager 
doing that job and therefore any education or training needs 
reflect that. ; 

It is impossible to cover fully the wide we of management 
education and training, and this section mer ‘ore mee whee 
with the most important parts and those that aa? 1098 r y 
developed and which appear to contribute in the UK. 


Entries to be found in Part 2 
vity learning. Appraisal. Appreci- 


ation training. Assessment centre. Behavioural studies/sciences. 
British Institute of Management (BIM). Business school. Career 
development and planning. Coaching. Computer-aided learning 


Action-centred leadership. Acti 
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(CAL), computer-assisted learning, and computer-assisted training 
(CAT). Computer-managed learning (CML). Counselling. Cov- 
erdale training. Criterion-referenced instruction (CRI). Degrees: 
advanced: post-graduate and post-experience. Degrees in business 
and management, etc. Diploma in Management Studies (DMS). 
Discovery learning (discovery method). Education and training 
techniques. European Research Group on Management (ER- 
GOM). Evaluation of management training. Incident method (pro- 
cess). Independent management education and training institutions. 
Interactive skills. Intervention. Learner-controlled training. Man- 
agement. Management by objectives (MBO). Management centres. 
Management development. Management development adviser. 
Management game (exercise). Managerial grid. National Exami- 
nations Board in Supervisory Studies (NEBSS). Open University. 
Organisation development (OD). Professional management as- 
sociation. Regional Management Centre (RMC). Role-playing. 
Self-assessmentlself-development. Sensitivity training. Simulation. 


Supervisory management. Systematic training. T-group. Works 
manager. 
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Philosophy of education 


Education presents an area of multi-disciplinary study deriving 
mainly from the empirical sciences of psychology and sociology. 
Some of the problems which seem to defy solution belong not to 
these empirical sciences but to philosophy. It is therefore import- 
ant that the educationalist should have some notion of the way in 
which both sets of problems can be dealt with. Thus, he will need 
to know something of the research methods necessary for work in 
sociology or psychology, but he should also have some acquaint- 
ance with the kinds of technique appropriate for dealing with 


philosophical questions. a 
The philosopher is concerned with two related activities: (a) 
ascertaining the meaning of a proposition or concept, and (2) 
considering the nature of the evidence which is offered in support 
of a particular proposition. Briefly he is asking what do you 
mean?’ and ‘how do you know?’ These questions are frequently 
connected, because it may only be possible to offer justification 
for a proposition when one has ascertained its meaning. But 
equally the way in which we must verify or justify a proposition 
may throw further light on meaning. . , : 

The studies of philosophy and education seem to interact in 
three main areas: . , , . 

1 Many of the recurring problems 1n educational discussion are 
philosophical problems belonging to well-defined areas of philo- 
Sophy. Discussions arise concerning equality, such as equality of 
Opportunity or the justification of positive discrimination. Many 
questions regarding the construction of the curriculum make 
appeals to value-judgments which belong to ethics and aesthetics, 
and choices are made by reference to the notions of intrinsic good 
or utilitarianism. Thus the philosopher 1s not concerned with the 
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causes of our adoption of certain moral or aesthetic preferences 
but with our attempts to justify them. 

2 Education involves the use of concepts which are highly 
abstract and ambiguous. It is important that such concepts should 
be scrutinised. Thus enthusiasts advocate ‘child-centred’ or ‘pro- 
gressive education’, but what is it that is being advocated? It is 
part of the philosopher’s task to differentiate persuasive def- 
initions from purely descriptive statements. Similarly, concepts 
such as education, indoctrination or autonomy need analysis. Many 
of the terms abstracted from the sciences of psychology or socio- 
logy are in need of similar examination. Recent controversy over 
intelligence and intelligence testing is sufficient to warn the student 
that intelligence is not the same kind of entity as, say, white or 
red blood corpuscles, which can be located, counted and 
measured. Similarly, we need to ensure that words used by edu- 
cationalists mean the same within educational discourse as they 
do within science or within philosophy. Terms such as theory, 
knowledge and socialisation tend to be words of this type- 

_3 Most of the work done by philosophers interested in educa- 

tional problems has tended to lie within these two areas. However, 
a third area should not be overlooked. Many movements in edu- 
cation are initiated from an adherence to particular philosophical 
and metaphysical assumptions and beliefs. It is therefore import- 
ant to be able to have some method of evaluating such beliefs. It 
is equally important that one should be able to distinguish the 
metaphysical reasons adduced for certain types of education, from 
the empirical evidence which is often intermingled with it. Plato 
and Froebel present systems of this kind. 
_ Itis important when consulting works of reference on the mean- 
ing a philosophical terms that one should not think of meanings 
verte ce of ‘what a word stands for’. One should ask how @ 
ee is being used and what task it has within a particular context 
Em ee game. The important thing to grasp is why particular 
part of the Miser a priori, analytic contingent, etc.» ate 
Fal philosopher's vocabulary, and what task he is able t° 
ulfil by employing terms of this nature at all. 


Further reading 


eatin a J- ‘An Introduction to the Philosophy of Educa- 
Langford G.. Philos 1), Routledge & Kegan Paul, 1957. 
g » G., Philosophy and Education’, Macmillan, 1968. 
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Lucas, C. J., ‘What is Philosophy of Education?’ Collier-Macmil- 
lan, 1969. 


Entries to be found in Part 2 


Achievementitask analysis. Aesthetics. Aims. Analytic statement. A 
posteriori judgments. A priori knowledge. Autonomy. Contingent 
statement. Deductive reasoning. Deschooling. Determinism. Edu- 
piricism. Equality. Ethics. Fal- 
sification. Growth. Indoctrination. Inductive reasoning. Intrinsic. 
Knowledge. Language game. Logical geography. Logical positiv- 
ism. Meaning. Necessary statement. Objectivity. Paradigm. Phen- 
omenology. Plato. Positive discrimination. Positivism. 
Prescriptive. Relativism. Sociology of knowl 
tarianism. Valid. Verification. 
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Psychology of education 


Psychology is concerned with the systematic study of all forms of 
behaviour both human and animal, using methods which have 
been derived from the natural sciences. A number of specialised 
branches of Psychology have developed, including general psy- 
chology, physiological psychology, developmental psychology, 
social psychology and psychometrics, which is concerned with 
mental testing. A number of applied fields of psychology have also 
come into being that draw upon relevant findings in the various 
branches as well as carrying out research in their own area. Ed- 
ucational psychology is one of these applied fields, and it is con- 
cerned with the study of the many factors which influence the 
Processes of human learning, particularly learning that takes place 
in educational settings. It studies the acquisition of intellectual, 
emotional, physical and social behaviour in both children and 
adults and tries to identify the environmental and other influences 
upon such behaviour. The field of educational psychology is of 
interest to teachers, community and youth workers and to others 
concerned with influences upon learning, especially learning 19 
the young. Some educational psychologists work within the chil 
guidance service, whilst others are involved with teacher training- 
Not all psychologists have been in agreement about how the 
ct lng of behaviour should be conceptualised; and during 
= ba pes of the discipline, over the last hundred years OF 
ae yippee of Psychology have emerged; some are still 
Farha neber of different theories of learning have also 
ER i Educational psychology has drawn freely mot 
emphasis Rawat As a result there are differences ! 
study the field : educational psychologists in the way that they 
approach or favo Pendent upon whether they take an eclectic 
°r Favour the orientation of one school or another. 
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Man’s behaviour has its origins in physiological mechanisms, 
and a study of these mechanisms offers the educational psychol- 
ogist some understanding of the internal influences upon the in- 
dividual’s mental, physical and emotional behaviour. There is a 
direct relationship between brain and behaviour which is becoming 
better understood. Man’s physiological structure is genetically de- 
termined, but his potential has to be developed in a specific en- 
vironment which may or may not facilitate the fullest development 
of the genetic inheritance. The inter-relationship between heredity 
and environment raises difficult issues for the educational psy- 
chologist, not least in his study of the factors which can influence 
the development of intelligence. 

Each child goes through a number of broadly similar stages in 
its physical, intellectual, social and emotional growth. These 
aspects of child development must be taken into account in any 
systematic attempt to understand learning. Amongst the most 
significant work in this area has been the identification of an 
invariable sequence in the development of the growing child’s 
intellectual functioning: the so-called Piagetian stages of 
development. . 

Piaget’s work is concerned with cognitive development; with 
the effect of early learning upon later learning. A closely related 
area of educational psychology is concerned with the acquisition 
of cognitive strategies and with other aspects of human symbolic 
behaviour. Numerous studies have been made of concept forma- 
tion and attainment; and the fast-growing field of psycholinguistics, 
which is concerned with the study of the relationship between 
language and thought, has provided important insights into the 
child’s ability, unique in the animal kingdom, to acquire and use 


language. : 

The language skills which the child has acquired come to form 
the basis for much of his learning, retention and recall of new 
ideas. Attention and perception are both important ın any con- 


i i i hey are both influenced by the concep- 
Ee ee ae available. This framework of 


tual framework that the child has k 
; i i it i he attends to in a 
inte: determines what it is that he atte 

ai kae the new learning is coded for 


new learning task, determines how ; 
Storage in the long-term memory and determines how accurate the 


recall of the learning will be at some later date. No learning will 
take place unless some motivation to learn exists, and educational 
Psychology has an extensive literature available that it can draw 


upon in thi a. 
pi dete alisations that can be made about the 


Ther ful gener: made 
Mia aa ae ee of development of all individuals, but 
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there are other influences upon the behaviour of the individual 
which can be understood only by acknowledging that each indi- 
vidual is in some ways unique. There exists a complex interaction 
between each person’s mental, emotional, physical and social 
behaviour which results in his unique and more or less stable way 
of approaching his environment that manifests itself as his person- 
ality. Some aspects of personality seem to lead learners to ap- 
proach cognitive learning tasks in a number of different ways, and 
there is an expanding literature concerned with the origins and 
consequences for learning of differences in cognitive style. _ 
Almost all learning takes place in a social context. Educational 
psychology is concerned with all the social aspects of learning. For 
example, the well-adjusted child must acquire a whole range of 
social skills. The groups the child belongs to will have a major 
influence upon the attitudes he holds and upon his self-image, and 
the organisational contexts within which his education takes place 
will have significant bearings upon his educational progress. 
Some educational psychologists are especially concerned to al- 
leviate the effects of handicap: intellectual, social, emotional and 
physical. Work in this area often overlaps with that of others such 
as specialist teachers, psychiatrists, clinical psychologists, doctors, 
probation officers and social, youth and community workers. 
Although much of educational psychology is concerned with the 
education of the school child, the child’s educational experiences 
make a significant contribution to his eventual occupational 
choice; educational psychology also includes the study of voca- 
tional development and guidance. ' 
It is clear that there are far more influences upon the individual's 
learning than merely the formal lessons that he attends in school. 
Educational psychology has recently taken an increasing interest 
in the total curriculum process: all the experiences provided by a" 
educational institution that contribute to the learning of its stu- 
dents. The importance of clarity in the expression of aims and 
objectives has been stressed. No educational objectives are o. 
m use unless it is possible to assess in some fashion whether 
pri onmid by the teaching programme that has a 
be iet : ional assessment is a skilled task which nee li 
aken with great care if it is to be both reliable and val 
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Further reading 


Ausubel, D. P., Novak, J. D. and Hanesian, H., ‘E i 

> š c J. D. , H., ‘Educational 
Psychology: A Cognitive View’, 2nd ed., Holt, Ri 
Winston, ey : , Rinehart & 
Child, D., ‘Psychology and the Teacher’, 2nd ed., Holt, Rinehart 


& Winston 1977. 
Lovell, R. B., ‘Adult Learning’, Croom Helm, 1980. 


Entries to be found in Part 2 


ntion and perception. Autism. Behav- 
Brain and behaviour. Bruner’s strat- 
Child development. Classical 
es to learning. Cognitive style. 
Convergent and divergent 
i ncy. Educational assess- 
Elaborated and restricted codes. 
Gagné’s conditions of le llectual, emotional, 
social and physical. Heredity and environment. Humanistic psy- 
chology. Intelligence. Intelligence A, B and C. Intelligence quo- 
tient. Introversion-extraversion. Language 
(LAD). Language and thought. Learning, 
Long-term memory. Maturation. Mental tes 
jective test. Operant conditioning. Persona 
development. Psychoanalytic psychology. Schools of psychology. 


Self-concept. Sensory memory. Seven-point p. 
ory. Social aspects of learning. Sociometry. 
sylfs. Theories of learning. Validity and reliabili 
velopment and guidance. 


Achievement motivation. Atte 
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Sociology of education 


in Britain since the 1950s car 


+1. Halsey, who together laid the foundations of the 
post-war Sociology i i 
tradition. One of 


the main topics of their own Studies, and of 
some of those which they i 


: : gether in ‘Education, 
ciety’ in 1961, was the selection process within 
and Halsey 'ş investigated the part 
children had access to 


; this access being seen 
social mobility for the lower classes. The 


hey employed, however, was only loosely 


ical theory: and it was on the cogency of 
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his concept that the cogency of their concept of social mobiliy 

The importance of ‘Education, Economy and Society’ was as a 
seminal text. Among its readings, for example, was an early stud 
of linguistic development by Basil Bernstein, whose niles set 
work on linguistic codes ranks as a major contribution a the 
sociology of education. Another reading was an essay by the 
American sociologist, Talcott Parsons, on ‘The School Class as a 
Social System’. The development of the sociological theory of 
structural-functionalism under Parsons’s leadership had been a 
main feature of American sociology in the previous two decades; 
and Floud and Halsey, in their introduction to ‘Education, Econ- 
omy and Society’, drew specific attention to the relevance of 
Parsonian theory for a consideration of education in relation to 
social control. 

Much of the work in the sociology of education in the 1960s 
followed the trail of structural-functionalism, focusing on the pro- 
cess of socialisation in schools and on the kinds of role which 
individuals were called upon to adopt in their positions as pupils 
or as teachers. Neither the term ‘socialisation’ nor, the term ‘role’ 
was the invention of structural-functionalism. Nevertheless, it was 
the concept of each as structural-functionalism expounded it that 
tended to be taken into the sociology of education and to shape 
its research. 

Some researchers in the 1960s, though, turned to certain con- 
cepts elaborated early in the century by the German sociologist, 
Max Weber, particularly those of authority and of bureaucracy. 
Since one of the claims of structural-functionalism was that it 


incorporated elements of both Durkheimian sociology and of We- 
berian sociology, it was not inconsistent for researchers to think 
of drawing on structural-functionalism and more directly on We- 

ber at the same time, and this was quite a common practice. 
However, there were elements of Weberian sociology less easy 
to reconcile with the emphasis upon an analysis of social systems 
that developed within structural-functionalism, notably Weber’s 
stress on the meaningfulness of social action. The difference of 
hted by attacks upon structural-func- 


perspective here was highlig i al-f 
tionalism from other quarters, particularly from symbolic inter- 


actionism. Symbolic interactionism, as a school of thought in 
America, had its roots in the much earlier thinking of American 
social scientists like C. H. Cooley and G. H. Mead; but some of 
its protagonists gave it a new form by taking up a stance against 
what they saw as the structural-functionalist reduction of human 
beings to puppets- They were given added incentive to do this 
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after Dennis Wrong, in a celebrated paper appearing in the 
‘American Sociological Review’ in 1961, stringently criticised Par- 
sons’s approach, or what he called ‘The Oversocialised Concep- 
tion of Man in Modern Sociology’, for its disregard of conflict 
within society. . : 
The form of symbolic interactionism that developed in opposi- 
tion to structural-functionalism professed to do justice to man as 
an active shaper of his own life, and demanded a transformation 
of the concept of role which would free it from its alleged 
Structural-functionalist connotations of passivity. The theory at- 
tracted a number of sociologists of education. Some, however, 
were led in the further direction of phenomenological sociology, 
and towards the sociology of Alfred Schutz in particular. X 
Schutz’s thinking was in tune with symbolic interactionism in 
many ways, one of these being the kind of significance he attached 


to Weber’s concept of the meaningfulness of social action. How- 
ever, there was a further orientati 


ciology of know- 
__ attempted to achieve a synthesis of 
sociology, but, above all, it argued for a 


ology of knowledge that made the thinking 
Marx twin pillars of it. 


turned its attention 4 of education — as it came to be called - 


he An the school or college curriculum, and ins- 
riculum presented as ‘knowledge’ should be 


bl i 
a Schutzian and ae and made the subject of a critique. Both 
owledge were invoked 


, this new movement 
more purely Marxi y 
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concept has become that of the class struggle, in association with 
which it has employed the secondary concepts of ideology and of 
alienation to further an analysis of the dehumanisation of 
knowledge. 

The new movement succeeded in establishing sociological en- 
quiry into the curriculum as a relevant concern of the sociology 
of education alongside those other concerns with which research 
was already associated. Its theoretical perspectives, moreover, 
offered still further alternatives to those already in existence, with 
the result that the sociology of education has now come to contain 
an extremely wide range of different perspectives. 

It has been possible here only to indicate the main lines of 
difference between these perspectives. What needs to be further 
recognised is that each perspective includes its own additional 
alternatives within itself: each harbours its own theoretical con- 
troversies and internal conceptual disagreements. It is, in fact, 
this abundance of theoretical positions within the sociology of 
education that is likely to constitute the chief difficulty for any 
newcomer wishing to become familiar with the specialisation over 


its entire span. 


Further reading 


Halsey, A. H., Floud, J. and Anderson, C. (eds), ‘Education, 
Economy and Society’, Free Press, 1961. ; 

Ashley, B., Cohen, S. and Slatter, R., ‘An Introduction to the 
Sociology of Education’, Macmillan, 1970. 

Banks, O., ‘The Sociology of Education’, Batsford, 3rd ed., 1976. 

Bernstein, B., ‘The Sociology of Education: A Brief Account’, in 
‘Class, Codes and Control’, vol. 3, Routledge & Kegan Paul, 
revised ed., 1977. k ý 

Bernbaum, G., ‘Knowledge and Ideology in the Sociology of 
Education’, Macmillan, 1977. : EA 

Robinson, P., ‘Perspectives on the Sociology of Education’, Rout- 
ledge & Kegan Paul, 1981. 


Entries to be found in Part 2 

Alienation. Authority. Bureaucracy. Classification and framing. 

Class struggle. Conflict. Consensus. Cultural capital. Cultural 

deprivation. Deschooling. Durkheimian sociology. Ethnometho- 

dology. Ideology. Linguistic code. Mechanical and organic soli- 
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darity. ‘New’ sociology of education. Norm, normative. 
Organisation. Phenomenological sociology. Positivistic sociology. 
Reflexive sociology. Role. Social class. Social control. Socialisa- 
tion. Social mobility. Social stratification. Sociological relativism. 


Sociology of knowledge. Status. Structural-functionalism. Symbolic 
interactionism. Weberian sociology. 
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Part two 


List of terms 


The following is a list of the terms used in the areas of 
education discussed in Part 1, and is designed to be most 


profitably read in conjunction with the chapters to which 
cross-reference is given 


Academic Liaison Officers Academic Liaison Officers (ALOs) are a group of 
eee Reumerareuctear a A 
carried out in universities and po i “een Ara Ne aA being 

; À and igher education institutions, and to 
a A e A e 
ch. 7). ‘ g nment departments. (See Part 1, 

Accountability Accountability has only recently become a significant idea in 
curriculum development. This reflects a general reaction, much more intense 
in the United States than in this country, against the apparent scale of 
curriculum change from the 1960s to the mid-1970s. We normally associate 
accountability with quasi-legal practices, for example, audits to check 
whether resources have been used for specified purposes. But it is clearly 
arguable how far this general conception can or should be applied to judge 
the extent to which individual schools or teachers have achieved curriculum 
specifications. So many factors impinge upon the practicality of an intended 
curriculum and the effectiveness of what teachers do. They need sufficient 
discretion to plan and implement curricula with initiative and flexibility. The 
restrictive influence and side-effects of assessing schools by testing children’s 
performance of selected abilities is well documented. Thus a particular chal- 
lenge of the concept of accountability is to meet the legitimate concerns of 
parents, employers, tax-payers, etc. without impairing teachers’ longer-term, 
less easily testable curriculum aims. Recent discussions suggest that an equi- 
table but constructive system of curriculum accountability would meet two 
main criteria: (1) maintain a balance between assessment of curriculum 
products, that is, how far the outcomes of a course of study match the 
standards which could be reasonably expected, and consideration of curricu- 
lar processes, what actually happens in particular contexts; (2) be conducted 
in a way that ensures that the results are meaningful to a lay audience but 
defensible by professional interests against tendencies to oversimplification. 
In short, pressures to monitor the curriculum serve to reinforce the need for 
sensitive mediation between interest groups which results in useful diagnoses 
rather than narrow prescription. See also: curriculum control, evaluation, 


implementation. 
Further reading : r 
Becher, T., Erant, M. and Knight, J., ‘Policies for Educational Accounta- 
bility’, Heinemann, 1981. : $ 
Sockett, H., ‘Accountability in the English Educational System’, Hodder 
& Stoughton, 1980. ? : 
Harlen, W. (ed.), ‘Evaluation and the Teacher’s Role’, 
(See Part 1, ch. 4) 
Accountancy This section 
associations. ra 
Institute of Chartered Accountants in England and Wales: Fellowship is 
awarded only on the basis of educational requirements to the satisfaction of 
the Council. Associate status is granted to people who have successfully 
completed their training and who have passed the Institute’s professional 
examinations. All entrants must have a training contract with a practising 
thorised to train. Graduates follow a 3-year 


Chartered Accountant who is aui ; 
programme and non-graduates, after a 9-month foundation course, a 4-year 


programme. The Council approves various colleges for the foundation 
course, Successful completion gives exemption from the foundation exami- 


Macmillan, 1978. 


describes the major professional institutions and 
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nation. Non-graduates need to be educated to degree entry level. Panes 
Chartered Accountants’ Hall, Moorgate Place, London EC2P 2BJ; 

te eiiie of Chartered Accountants of Scotland, 27 een Street, Edin- 

H2 1LA, 031-225 3687, has similar requirements. 

P EET of Certified Accountants is incorporated by Royal Siea 
Entry is based upon a combination of professional examinations and — 

experience. Generally, candidates must be educated to at least two nae 
(or equivalent). Successful completion leads to Associate, and re-grading o 
Fellow depends upon service as an accountant, either with this body or 
another approved body. Location: 22 Bedford Square, London WC1B 3HS; 
01-636 2103/9. N 

The Institute of Cost and Management Accountants has a structure of quali- 
fications requiring examination success and experience. Only registered stu- 
dents may submit and registration requires five GCE Passes including two at 
A-level (or equivalent). Associates must have passed examinations, be at 
least 21 years old and have had three years’ practical experience. Fellowship 
is granted to those who have passed the examinations, are at least 26 years 


old and have had at least three years’ practical experience. Location: 63 
Portland Place, London W1N 4AB; 01-637 4716. 

Other accountancy bodies include: 
The Chartered Institute of Public Finance and Accountancy, 1 Buckingham 
Place, London SW1E 6HS; 01-828 7661. 


The British Association of Accountants and Auditors Limited, Stamford 


House, 2/4 Chiswick High Road, London W4 1SE; 01-994 3477. 
Institute of Accounting Staff, 29 Bedford Square, London WC1B 3HS; 01- 
636 2103/9. (For accounting technicians. Under auspices of the Association 
of Certified Accountants.) (See Part 1, ch. 2) 
Achievement motivation Some indiv. 


iduals have a high level of motivation to 
achieve. They have a preference for moderately difficult tasks, prefer to take 
moderate risks in tasks involving skill and ability, have a high level of self- 
confidence and are prepared to defer their gratifications. The origins of a 
high level of achievement motivation are to be found in early independence 
training. 
Further reading 
McClelland, D. C. et al., ‘The Achievement Motive’, 2nd ed., Harvester 
Press, 1976. (See Part 1 


S pointed out that some processes use different 
words to point to their task and achievement aspects. Thus ‘treat’ points to 
chievement. Some words, however, have only 
one word to cover both task and achievement aspects of the process; e.g. 
‘teach’, ‘educator’. : 
Further reading 

Ryle, G., ‘The Concept of 
Scheffler, I., ‘The Language of Education’, Blackw iti 

yh, > ell 
(See Part 1, ch. 13) (US edition, 1960). 


Action-centred leadership 


Ming’, Hutchinson, 1949. 


al, or the satisfaction of indivi ical 
and psychological needs. (See Part 1, ch. 12) Ndividual physica 
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— learning This isa general term used to describe those learning methods 

at use active participation. It includes field studies, incident method, 

studies, simulations, role-playing, and group projects. All these are ess i ially 
parts of learner-controlled training methods. (See Part 1, ch 12) enay 

Administration This is usually taken to mean those functions ii organisati 
that deal with the collecting, editing, storing and retrieval of mei 
Most managerial and supervisory jobs include administrative duties. Edu. 
cation and training in administration is a part or whole of many business and 
management courses. (See Part 1, ch. 2) 

Admission to schools The 1944 Act enunciated the general principle that chil- 
dren were to be educated in accordance with the wishes of their parents 
where this was compatible with efficiency and the avoidance of unreasonable 


public expenditure. 
The 1980 Act supplemente| 
preference for a particular school 


d this by giving parents the right to express a 

(excluding nursery and special schools). 
LEAs and Governors must meet this preference unless it would prejudice 
the provision of efficient education or the efficient use of resources, be 
incompatible with the arrangements for admission made between the LEA 
and the Governors of a voluntary aided school, or unless in a selective school 
the child has not met the requirements as to ability and aptitude. LEAs and 
Governors of aided schools are required to publish rules governing admission 
to schools, information about the schools themselves, and arrangements for 
expressing a preference and for appealing. The LEA (or governing body of 
an aided school) is required to set up an appeals committee with an inde- 
pendent chairman. No person who was a party to the original decision may 
serve on an appeals committee. This procedure does not preclude either the 
right of general appeal to the Secretary of State, or to the Ombudsman 
where maladministration is alleged. (See Part 1, ch. 1) 

Adult education This is a term which refers largely to non 
offered by LEAs, the Workers Educational Association and the extra~ 
departments of certain universities. The courses are usually recreational in 
nature, but some examination and skills courses are also included. They are 
normally held in LEA premises such as schools, but there are some residen- 
tial colleges and purpose-built centres. (See Part 1, ch. 1) 

Advisory Council for Adult and Continuing Education Following the recommen- 
dations of the Russell Report on ‘Adult Education 1973 and the Venables 
Report on Continuing Education 1976, the Council was established by the 
Secretary of State for Education and Science in 1977. The Council’s function 
and terms of reference are to advise generally on matters relevant to the 
provision of education for adults in England and Wales, and in particular 
(a) to promote co-operation between the various bodies engaged in adult 
education and review current practice, organisation and priorities, with a 
view to the most effective deployment of the available resources and (b) to 
promote the development of future policies and priorities, with full regard 
to the concept of education as a process continuing throughout life. (See 


Part 1, ch. 7) 
Aesthetics Choices 
Many choices are 
are made upon th 
are ‘better’ than Ot 
describe and explain 
want to ask a further que: 


-vocational courses 
mural 


rest upon a series of value-judgments. 
nds of ‘usefulness’. Many other choices 
ain types of art, music or literature 
oks of literary criticism, art theory and music 
choices are made. The philosopher might 
hat is, how can these canons of criticism 
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within education 
n the grou! 


made 0 
on that cert 


e assumpti 
hers. Bo 
how these 
stion; t 


themselves be justified? Nothing changes more rapidly than ett vie 
and literature, and what is regarded as ‘good’ in one period is conside 
i taste’ in another. 

ao one subscribes to ideals such as those of Plato, that iae 
a ‘form’ of beauty, that beauty itself existed, then art might be sai ki 
those works which contained this form. But in many ways, the criticism e = 
by David Hume has proved to be unassailable. He Suggested that ee ss : 
beauty within objects. It is merely that particular objects give nse wi 
of pleasure. When we experience this feeling we say the object is ‘beautiful’. 
But, he insisted, it is not that a feeling of pleasure accompanies the appre- 
hension of beauty. The pleasure is the beauty. The consequences of this line 
of thought is ‘subjectivism’, in the assumption that when we are speaking of 
‘beauty’ or ‘good taste’ we are talking about our own feelings. If this were 
really the case, it is difficult to see how criticism could attain the standards 
of objectivity it has attained. 

In ‘Language, Truth and Logic’, Ayer suggests that terms such as ‘beau- 
tiful’ or ‘good’ are Prescriptive and are not descriptive. That is, we are 
commending certain books or works of art. But, of course, the central 


Problem remains: on what grounds are these being prescribed or com- 
mended? See also: ethics, positivism, verification. 
Further reading 


Hospers, J., ‘Introduction to Philosophical Analysis’, 2nd ed., Routledge 
& Kegan Paul, 1967. 
Saw, Ruth, L., ‘Aesthetics’, Mac 
Scruton, Roger, ‘Aesthetics of A 
Age-earnings profiles Age-earnings profiles show the relationship between age 
and average earnings of workers throughout their working life. If the age- 
earnings profiles of highly-educated workers are compared with the age- 
earnings profiles of workers with less education, it is seen that the highly- 
educated earn more thro 


millan, 1972. (See Part 1, ch. 13) 
rchitecture’, Methuen, 1979. 


in society; 
2 to give them some d 
3 to awaken a taste fo 
4 to develop their crit 
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egree of vocati 
r knowledge; 
ical powers; and 


ionai training; 


5 to enable them to appreciate their cultural and moral heritage 
The implication of O’Connor’s list is clear; should any of these aims bi 
rejected, then the educational system would be defective. The very fact Ae 
the system is concerned with ‘education’ lays certain demands upon it 
Peters has argued that the aims of education are not extrinsic but intrinsies 
that being concerned with ‘education’ and not with ‘training’ or ‘instructing’ 
lays certain demands on the educator. The notion of education has certain 
aims and requirements written into it. If these processes are not carried out 
then ‘education’ is not carried out either. Nonetheless, rapprochement be: 
tween the intrinsic and extrinsic can be made. It is important that the 
demands of education should be met in order to fulfil the requirements of 


society, etc. 

Further reading 

= P. H., ‘Knowledge and the Curriculum’, Routledge & Kegan Paul, 
74. 

Peters, R. S., ‘Ethics and Education’, Allen & Unwin, 1966. 

O'Connor, D. J., ‘An Introduction to the Philosophy of Education’, Rou- 

tledge & Kegan Paul, 1957. (See Part 1, ch. 13) 

Alienation Alienation is a term that has been employed by many dissimilar 
thinkers in different fields, but its dominant use in the sociology of education 
is as a Marxian concept. Some Marxian theorists, it is true, reject the concept 
as one with no place in Marx’s mature thought, but in the ‘new’ sociology of 
education it is defended, and linked closely with the dehumanisation of 
knowledge. 

A condition of alienation is one in which human self-fulfilment is not 
achievable, a condition in which human beings are actually dehumanised. 
Marx associates this condition with relations of material production which 
are orientated to something other than the satisfaction of human needs. His 
claim is that the class struggle is the ultimate source of alienation, and that 
the achievement of a classless society — and that alone - will bring an end to 
it. What has to be realised is that there is something basically wrong with 
the human condition because there is something wrong with the underlying 


structure of society. 

One of the criticisms of the initial stance taken in the ‘new’ sociology of 
education that has been voiced by those of its proponents calling for a 
reconceptualisation of it is that its attempt to link a phenomenological and 
a Marxian perspective led it at times to view alienation as a condition that 
could be remedied simply through a change of consciousness on the ea 
teachers and pupils. In ‘Marxism and Education" (1978), Madan Sarup dis- 
cusses alienation and schooling in the context of an extensive analysis of the 


‘new’ sociology of education’s position with regard to the relationship be- 
tween phenomenological sociology and Marxian theory- 
Further reading 
Ollman, B., ‘Alienation’, Cambridge 
Sarup, M., ‘Marxism and Education’, 
Pe e A term used to describe the proportion of the extra lifetime 
earnings of educated workers which is directly attributable to their education. 
In cost-benefit analysis it is necessary tO multiply the earnings differentials of 
kers by this coefficient, to allow for the fact that the 


Sparen e factors such as ability or social class, 


3 7 t 
s of the educated reflec! c 
as en higher levels of education. Most cost-benefit studies assume 


University Press, 1971. 
Routledge & Kegan Paul, 1978. (See 
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values of the alpha-coefficient that vary between 0.5 and 0.8. This He 
that 50 to 80 per cent of the extra earnings of graduates, compare tes 
school-leavers, are assumed to be the result of higher education, and t 4 
remainder are assumed to be due to ability and other factors. (See Part 1, 

sath of data The data to be analysed may have been collected using. is 
example, aptitude or attainment tests, or other instruments which give ae 
titative dara. Data from different instruments may be compared in a variety 
of ways. Comparisons between scores on different instruments can be done 
by correlation. When a large number of factors are taken into account a 
more complex comparison is carried out; this is called factor analysis. Other 
useful information may be about small groups of the sample who exhibit 
similar grouped characteristics (e.g., high on ability, low on creativity, con- 
vergent personality, hard-working). In order to investigate this cluster a 
method called cluster analysis is used. 

Researchers wishing to use statistical analytical techniques will find these 
available on computers at regional centres (e.g., universities in the UK) as 
standard programmes. 

Different kinds of data require different techniques. For example, the 
result from an intelligence test which may have been derived by using a 
normal distribution and a set of equally weighted questions would require 
the use of parametric Statistics, whilst a series of statements which are given 
numbers to identify them would require non-parametric statistics. 


Data are usually collected from a sample of the total population. An 
example might be a sample of 16-year-olds: this sample should represent, as 
far as Possible, the population of 16-year-olds. The selection of the sample 
would include relevant data for the study (for example, sex, socio-economic 
group, ability, etc.), 

Further reading 
Seigel, S., ‘Non-Parametric Statistics for the Behavioural Sciences’, 
McGraw-Hill, 1956. 


Popham, W. J. and Sirotnik, K. A., ‘Educational Statistics’, Harper & Row, 
1973. (See Part 1, ch. 8) 
Analytic statement A i 


sed b ine. 
Further reading a 
TEA F Ye ee of Knowledge’, Macmillan, 1971, 
ers, J., ‘Introduction to Phil i is’ 
A kea Pal ee ilosophical Analysis’, 2nd ed., Routledge 
Quine, W. V, O > ‘Fri 


Strawson, P. F, (ed.), ‘Philosophi ic? 
(See Part 1, ch. 13) Peal Logie’, Oxford U 


niversity Press, 1967. 
A posteriori judgment A 
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Further reading 

Hamlyn, D. W., ‘Theory of Knowledge’, Macmillan, 1971. 

Hospers, J., ‘Introduction to Philosophical Analysis’, Routledge & Kegan 
Paul, 1976. (See Part 1, ch. 13) 

Appraisal There can be few major organisations in the UK today that do not 
use some method of appraising managers. The three main purposes are 
usually seen as: assessing potential; assessing past performance; and assessing 
training needs. In most organisations, appraisal is regarded as part of the 
total management development process. 

Most appraisal systems are increasingly job results-oriented, although 
there has been a movement away from the form-ridden management by 
objectives (MbO), approach of the late 1960s. Personality rating schemes are 
much less common. In most organisations managers are asked to assess past 
performance, usually by replying to set questions with a narrative. Emphasis 
is placed on analysing performance achievements against targets. Some 
schemes are for an assessment of strengths and weaknesses in such things as 
job knowledge, leadership and so on, but the realisation that this is generally 
unhelpful has meant much less of this kind of analysis. 

There is some move to self-appraisal or self-assessment, and it is likely that 
this will accelerate as part of the general trend towards self-development. It 
has been reported by J. D. Mitchell that an individual's self-assessment of 
his potential was the most accurate as judged by later events. M. R. Williams 
in ‘Performance Appraisal in Management’ reported that the traditional 
boss-subordinate appraisal, on his analysis, had the following: 56 per cent 
made no reference to performance failures, shortfalls or weaknesses; 49 per 
cent mentioned positive personal qualities (as, ‘gets on well with people’, 
for example) but no statements of specific achievements; only 7 per cent 
contained concise statements of strengths and work behaviour contributing 
to achievement and effective performance. Research into counselling inter- 
views, allegedly an integral part of most appraisal schemes, suggests an 


equally depressing picture. 
Organisations need there! 
questions. If managers seem as relucta : 
why bother at all? If there are good reasons for having appraisals, 
the most effective ways of having them carried out? 
Further reading : P ee 
Farnsworth, T., ‘Management Development — developing a policy’, 
dustrial and Commercial Training’, November 1970. 


Lusher, B. T., ‘Training the Experience Manager’, 


mercial Training’, December 1972. 
Britis! 


Randell, G., ‘Staff Appraisal’, 
Part 1, ch. 12) 
Appreciation training This refers to short 
understanding of a topic OF @ subject are 1 
manage the seriyitied of specialists. For example, senior managers often need 
an appreciation of finance and accounting but not specialised practitioner- 
level knowledge. (Se 


e Part 1,ch.12) ; 
Apprenticeship Most skilled craftsmen in industry have been trained under 
mes. 


ists, to ask two key 
ppraisals effectively, 
what are 


fore, through their special 
nt to carry out a] 


in ‘In- 
in ‘Industrial and Com- 


h Institute of Management, 1974. (See 
courses designed to give a generalised 
a sufficient to enable the trainee to 


j iceship sche! been defined in ‘Glossary of Train- 
T pane (HMSO 1967) as a ‘skilled worker in a particular occupation, 
ea ft who is able to apply 4 wide range of skills and a high degree 
eas k with a minimum of direction 


of knowledge to basi! 
A 


and supervision’. In industry, the word craft has no “iinet tr bo 
Skilled craftsman is the more usual description of a time-serv 
gee apprenticeships were first regulated and recognised by me a 
Statute of Artificers. The traditional learning pattern was a mas he 
relationship; and it remained largely unaltered until the 1960s, an indi ov 
either of its effectiveness or of the reluctance of craft guilds and later ski ‘ 
trade unions to change. Some apprenticeship schemes, particularly in a 
lightened firms, were first class; the majority were not. Largely as a ate 
of the Industrial Training Act 1964 (itself a product of dissatisfaction int 
main with skilled-worker training) there have been major changes in a 
prenticeships. The revolution has not been as great as many hoped an 
possibly more than some trade unions wished, but nevertheless most ap- 
prentices do now receive a thorough, systematic training in their enoe 
craft. Too many are still unskilled, and there are still considerable 
inflexibilities. i 
The government has announced its intention of seeking further reforms in 
apprenticeship arrangements through the ‘New Training Initiative’. Most 
apprenticeships now comply with eight principles. Training tries to be flexible 
so as to inculcate good attitudes to technical change. The length of training 
is adjusted to the subject to be taught and to individual learning speed. 


Standards are recognised and certified. Assessment is by tests, training 
records and individual logbooks. Apprentices have opportunities for devel- 
opment beyond their initial ac 


quisition of skills. Instructors are trained. 
Release on full pay for further education is standard, together with further 
education after the end of apprenticeship. The status of qualified people is 
ensured by these principles. 

By and large, this is so. No doubt many apprentices still have experience 
of periods of under-employment and boredom, but most now receive a 
thorough and sound grounding upon which they can build a career. (See Part 
1, ch. 11). 

A priori knowledge Knowledg; 
experience, An empiricist 
solely from an understani 
analytic. Mathematical kı 


e can be known prior to or without appeal to 
would maintain that such knowledge was derived 
ding of the concepts involved and was therefore 


a nowledge would be considered knowledge of this 
ind. 

Further reading 5 

Hamlyn, D. Wi; ‘Theory of Knowledge’, Macmillan, 1971. 


Hospers, J., ‘Intro 
& Kegan Paul, 1967, 
Quine, W. V. O., ‘From a Logical Point of View’, Harvard University Press, 
1953. (See Part 1, ch. 13) 

Aptitude Aptitude is usi 


1 ed to refer to tential 
abilities such as, say, math os 


duction to Philosophical Analysis’, 2nd ed., Routledge 


rather than attainment. Special 
8 prowess are often referred to 
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chanical aptitude test which attempts to measure the potential for learning 
skills in mechanics. (See Part 1, ch. 6) 

Area studies Since area studies are generally national studies, it has been 
argued that they are not strictly comparative. Noah and Eckstein, for ex- 
ample, wrote that comparative study is one which utilises the social sciences 
education and the cross-national study. The area study is one often employed 
by comparativists, and a number of points may be made in its favour: 

(a) The researcher can practise economy of study since he has to focus only 
on one culture, one country and one set of documents. 
(b) It may be as academically rigorous as any other type of comparative 
study since considerable skill is needed in determining the bases and sources 
of relevant data, in selecting and ordering those data and in interpreting the 
information gathered. 
(c) It serves as an introd 
Students are given an opport 


uctory topic on comparative education courses. 

unity to become familiar with the processes 
and principles of an educational system other than their own despite the 
claim that no true understanding of foreign educational systems is really 
possible without a knowledge of the language of the country concerned, and 


allowance made for cultural bias. 

A variation of the area study is the 
Further reading 
Bereday, G. Z. F., ‘Comparative Method in Education’, ch. 1, Holt, Rine- 


hart & Winston, 1964. 
Bristow, T. and Holmes, B., ‘Comparative Education through the Litera- 
ture’, ch. 1, Butterworth 1966. (See Part 1, ch. 3) 
Arnold, Thomas (1795-1842) As headmaster of Rugby School, 1828-42, he 
widened the school’s curriculum by introducing mathematics and French. 
His reputation as a great reforming headmaster owes something to such 
fortuitous events as the publication of the somewhat adulatory ‘The Life and 
Correspondence of Thomas Arnold’ (1845) by Dean Stanley, the popularity 
of T. Hughes, ‘Tom Brown’s Schooldays’, first published in 1856, the loyalty 
of a group of distinguished Old Boys at Oxford, and the development of 


Rugby football at his school. 


Further reading i 
Bamford, T. W., ‘Thomas Arnold’, Cresset Press, 1960. (See Part 1, ch. 10) 


Assessment centre In an assessment centre, individuals are assessed by a group 
of trained assessors using a variety of methods, such as management games, 
simulations, group discussions, and so On- This is an attempt to ayol or 
minimise the effects of subjectivity in individual appraisal systems. ace 


validity is high and it is suggested that it achieves better results than other 
s are so expensive to organise and operate 


methods. However, such centre: aoe 
that few organisations are using them. (See Part 1, ch. ; 
Assessment of Performance Unit (APU) As 4 result of the government, protes- 
sional, and public concern ment of education, a unit has been 
set up by the DES with the objective of promoting the development of 
methods of assessing and monitoring the achievement of children at school. 
In addition to the unit’s own work, a number of subject steering groups have 
been established as monitoring groups- Through this organisation it is hoped 
to identify the incidence of under-achievement of pupils in schools. (See Part 
1, ch. 7.) i : 
heme started in 1981 to assist parents of 


Assi scheme This is a scl 
S able children to pay for an independent school education for 


intra-regional study. 


for the improve: 
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their children. Some 5,000 or more places were made available at certain 
independent schools and central Government provided financial assistance 
with the tuition fees in scale with parental means. Arrangements for admis- 
sion, normally at the age of 11 or 13, are the responsibility of the schools 
themselves, but admission to a sixth form place on transfer from a maintained 
school normally needs the approval of the Local Education Authority. (See 
Part 1, ch. 1) 

Association for Educational and Training Technology (AETT) Formerly the 
Association for Programmed Learning and Educational Technology, AETT 
is a voluntary body which brings together educational technologists. Each 
year the Association publishes ‘Aspects of Educational Technology’, the 
proceedings of the annual international conference. The journal of the as- 
sociation ‘Programmed Learning and Educational Technology’ appears four 
times a year. A world-wide directory of educational technology information, 
the ‘International Yearbook of Educational and Instructional Technology’ 
is also published. (see Part 1, ch. 7) 

Association of Chief Officers of Area Boards for Education and Libraries, 
Association of Directors of Education in Scotland These provide for senior 
Professionals in the respective countries that locus of contact and exchange 


that is essential for the professional standing and development that is essen- 
tial for this level of staff, (See Part 1, ch. 7) 
Association of Education 


through the Association, thus 


and an organisation similar to that of the Council 


carried out, 
education th 


e would not be Surprised if 
Someone’s attain; 


scale can be implied in everyday 
also be dispensed with altogether erning sailing the Atlantic, it can 


v On the other hand describe what 


behaviours a person has learned to perform. No underlying attribute is 
implied. Thus although ‘intelligence’ is supposed to have an important influ- 
ence on attainment levels it is quite possible for an intelligent and an unin- 
telligent person to have the same attainment. The attainment measure merely 
describes what skills or behaviours the person being measured has learned. 
The emphasis in attainment is on the level of skill a person has achieved 
through learning rather than his potential for achieving certain levels. 


Further reading 
Stodola, Q. and Stordahl, K., ‘Basic Educational Tests and Measurement’, 


Science Research Associates, 1967. (See Part 1, ch. 6) 

Attention and perception At any one moment the number of sensations pro- 
duced by environmental stimuli upon the numerous sense receptors of the 
body is vast. Attention is the term used to describe the ability to select, 
either on a voluntary or involuntary basis, some incoming stimuli to process, 
whilst ignoring others. Once a stimulus has been received in the sensory 
memory and has passed through to attention in the short-term memory it will 
then be processed in the long-term memory. Here it will be analysed using 
the framework of concepts which are the result of previous learning. This 
internal analysis of the sensations which have come from the environment 
is the process known as perception. 

A number of factors both external and internal have been shown to 
influence the likelihood of stimuli going forward into attention. Amongst the 
external factors intense, novel and variable stimuli are more likely, other 
things being equal, to go forward into attention. Regular stimuli, such as the 
ticking of a clock, will come to be ignored. Some colours and sounds are 
more likely to get into attention than others. For example, a red and white 
design will receive greater attention than the same design in black and white, 
and high notes get into attention more easily than low notes. An individual 
may have a predisposition to attend to certain stimuli such as his own name. 
Internal factors which may affect attention, and hence what is subsequently 
perceived, include the individual’s level of interest, his motivation, his level 
of physiological arousal and aspects of his personality. See also language and 
thought; brain and behaviour; learning, retention and recall; cognitive style; 


sensory memory. 
Further reading 
Broadbent, D. E., 
Gregory, R. L., ‘Eye and Brain: t 
Nicolson, 3rd ed., 1977. . 
Vernon, M. D., ‘The Psychology of Perception’, Penguin, 1962. (See Part 
1, ch. 14 3 — , 
Attitude —_ are habitual ways of reacting to situations. In education they 
i important since they affect the learning process. 
are comidad YET # lly involve questionnaires, where the 


Attempts to measure attitudes usua y e 
on inition his or her strength of feeling towards or against a number 


of statements. (See Part 1, ch. 6) 
Pes ate Jad The attitude to perform (to want to perform), the 


knowledge upon which that attitude is based (to know what is required to 


i to perform are essential for the 
orm) and the skills necessary t 
haa ce in any job. Trainers need to understand how to 


achievement of competen! 
identify them and how to inculcate them. (See Part 1, ch. 11) 
i les attempt to measure learners’ attitudes to key 


Atti scale Attitude scal i t : 
ae the learning environment (for example, attitude to science, interest 


gamon, 1958. 


‘Pi tion and Communication’, Per, 
et * Weidenfeld & 


he Psychology of Seeing, 
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in school work, conforming, non-conforming). The difference between atti- 
tude scales and personality scales is that the former tend to be more specific 
rather than general. For attitude scales it is easier to define what is to be 
measured, which in turn limits their range of usefulness. Some general 
attitude scales are available (e.g., on attitudes to teachers, test anxiety), but 
usually a special scale has to be developed. 

A variety of strategies is available for the development of attitude scales. 
The strategies include statistical procedures. The construction consists of 
writing a series of statements relating to the selected area which has been 
defined. The person who is responding to the statements is required to agree 
or disagree. Sometimes a scale of agreement and disagreement is used as in 
the Likert scale, or a set of about 25 statements is selected from a larger 
bank on the basis of their performance with a sample of the population as 
in the Thurstone scale. When scales have been developed and used, national 
agencies (for example, the National Foundation for Educational Research 
in the United Kingdom) quite often make them more widely available. 

Not all scales are of the two types mentioned. Some use simple check lists 
(a list of statements on which students tick items that apply). From the 


Student's selection deductions can be made about his attitudes. Another 
method is to use semantic differentials. 
Further reading 


Vernon, P.E., ‘Intelligence and Attainment Tests’, 
Press (in particular ch. 9), (London) 1960, 


psig hts ‘Mental Measurement Yearbook’ (7th Issue), Gryphon Press 
- (Ihis Yearbook appears at intervals, the first bei bli i 
OEE rst being published in 1938.) 


Audio aids These are those aids t 


University of London 


first-year botan: 


ji practical 
were three main types of session, work and a laboratory manual. There 
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Further reading 

Postlethwait, S. N., Novak, J. and Murray, H., ‘An Audio-Tutorial Ap- 

proach to Learning’, Burgess 1971, (See Part 1, ch. 9) 

Audio-visual aids These are those aids which use the senses of both sight and 
hearing. It has been shown that training with these two sensory inputs 
achieves high effectiveness. There is a large variety of means available, 
including sound film, film-strip, tape/slides, broadcast television, closed-cir- 
cuit television (CCTV), video recording, and so on. A recent development 
with enormous potential is the microprocessor, used in computer-assisted 
learning/training. (See Part 1, ch. 11) 

Audio-visual media Whatever we learn, think about, or tell others must have 
originally come to us via one of our senses: sight, hearing, touch, smell or 
taste. Although it is possible to expose a student to real educational experi- 
ences, to show him actual objects, it is often more convenient to expose him 
to a representation of reality. A variety of such representations exists, in- 
cluding models and pictures of the real thing, descriptions both written and 
spoken. These representations make use mainly of the senses of sight and 
sound. 

There is a variety of different visual, audio, and audio-visual media which 
can be used in education. These include simple display devices like black- 
boards and posters, overhead projectors, slide projectors and combinations 
like tapelslide equipment, sound film and television and video recordings. 

Three types are often particularly used in education: the overhead projec- 
tor, the 35mm slide projector and the audio cassette recorder. The overhead 

d transparencies to be shown on a large screen 
f the blackboard in enabling diagrams, etc. to 
be built up on the spot using a variety of coloured overhead projector pens 
or wax pencils. The 35mm slide projector can project large clear coloured 
representations of material prepared beforehand. The audio-cassette re- 
corder can be used either to make audio recordings on the spot for immediate 
playback or to play pre-recorded material. 

Radio programmes have been produced for schools for a long time; but 
an increasing use in schools, universities and colleges is being made of the 
videotape recorder which, when used in conjunction with a television re- 
ceiver, can be used to record and play back ‘off-air’ television broadcast 
material, or when used in conjunction with a television camera can be used 
for the recording and immediate playback of local material. (See Part 1, 


projector permits pre-prepare! 
but also offers the flexibility o 


ch. 9) § r 
Authority Although Durkheim elaborates a concept of authority that is of 
obvious relevance for the educationist (see Durkheimian sociology), it is 
Weber's concept of authority that has been the more influential in the 
sociology of education. J 
Weber is concerned with the conditions under which rules become 
accepted as legitimate by those who are called upon to obey them. He views 

s only where a legitimate right to 


i i igni hat it i 
as sociologically significant the fact t i r ght 
issue eae is seen to exist that there is any form of authority as distinct 


from sheer domination. Weber distinguishes three kinds of authority: legal, 
traditional and charismatic. Legal or, as it is often called, legal-rational 
authority rests on the acceptance of commands as legitimate in so far as they 
accord with explicit rules formally acknowledged to apply in the circum- 
stances. Traditional authority rests on a belief in the sanctity of tradition. 
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Charismatic authority rests on the ability of an individual person to inspire 
devotion and allegiance by virtue of his exceptional qualities. 

Various mixtures of these kinds of authority can be found, but modern 
society, Weber maintains, has come more and more to be organised on nn 
basis of legal authority. Associated with this development has besn t : 
development of bureaucracy. For an extensive analysis of schooling in whic 
the concepts of authority and of bureaucracy are central, see Frank Mus- 
grove, ‘Patterns of Power and Authority in English Education’ (1971). 
Further reading 


Weber, M., ‘The Theory of Social and Economic Organisation’, Oxford 
University Press, 1947. 


Musgrove, F., ‘Patterns of Power and Authority in English Education’, 
Methuen, 1971. (See Part 1, ch. 15) 

Autism The autistic child appears to have a disability in interpreting sensory 
information, especially auditory and visual, that reaches him from the en: 
vironment. He lacks the ability to symbolise and has great difficulty in 
acquiring language. Contact between the child and others is lacking. Exces- 


sive and persistent movement is typical. 
Further reading 


Furneaux, B., ‘The Special Child’, Penguin, 1969. (See Part 1, ch. 14) 
Automated programmed instruction This is usually taken to mean programmed 
instruction by 


means of a teaching machine or, more latterly, an interactive 
computer (as in computer-aided learning) with minimal or no 


vention. The learning is carefully structured. A further devel 
tegrated programme instruction whi 
automatic programme instruction. ( 

Autonomy Autonomy has some app 
emphasises the importance placed 
A Suitable end of this 


human inter- 
lopment is in- 
ich uses a variety of methods including 
See Part 1, ch. 11) 


eal as an aim of education because it 


ns that ‘without 
» the worse he is likely to be’. 
for Kant the significant point 
ance with a moral law which 
t versions lay emphasis upon 


e autonomous a person is 
"has echoes of Kant; but 
ability to act in accord, 

ed. The more recen 


Further reading 
Dearden, R. F., ‘The Phi i 

ce Philosophy of Primary Education’, Routledge & Kegan 
White, J., ‘Towards i 

1973. (See Part 1, di. os Curriculum’, Routledge & Kegan Paul, 


Average cost The ay r 

cst divided by the tener Ss of education is the total expenditure or 
appropriate to calculate es ri Pupils. In some cases it is more 
but in every case, the uni cpet Pupil-hour, or the cost per graduate, 

i unit cost is derived from the total cost by dividing it 
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by the total number of units. The aver: i 
t 5 age cost is not necessarily thi 
the marginal cost. (See Part 1, ch. 5) eee ees 


Banding This is the grouping together of a number of classes which follow a 
similar curriculum in a secondary school. Pupils can be ‘setted’ for various 
subjects within the band. (See Part 1, ch. 1) 

Bank ‘Bank’ or ‘banking’ is used in educational measurement to mean collec- 
tions of questions or items which can be used to construct fests or examina- 
tions. There is a trend for the term to be used increasingly to mean collections 
where the items have been calibrated (calibration). Collections of uncali- 
brated items are then known as item pools. (See Part 1, ch. 6) 

Banking This large service industry includes the clearing, merchant, commercial 
and private banks. The majority of banks have highly developed training 
programmes, dealing not only with the specialised techniques of the industry 
but also with general job-related skills, such as people management. In 
addition, there are two major professional institutions in the UK. 

The Institute of Bankers provides examinable qualifications with the fol- 
lowing entry levels. Stage 1: new entrants with 4 or more O-levels (which 
must include English) take an Ordinary National Certificate in Business 
Studies by day release. Entrants with A-levels take a one-year conversion 
course. Stage 2: graduates and those who successfully complete Stage 1 can 
take Section A either through the Institute’s examinations or through an 
approved Higher National Certificate in Business Studies Course. Section B 
is set by the Institute. Successful completion of the programme leads to the 
Diploma in Banking and Associate membership of the Institute (AIB). The 
Institute also runs a Trustee Diploma and a higher-level qualification, the 


Financial Studies Diploma. 

Anyone employed in banking can become an ordinary member of the 
Institute. Non-bankers can take the examinations but are not eligible for 
membership. Fellows are elected from Associates of managerial status. 

The Institute of Bankers in Scotland runs a Diploma programme. There 
are two membership grades: Associate and Fellow. 

Several universities offer degree courses that include subjects approved 
for exemption to the Institute. It is also possible to study by research for 
higher degrees in Banking and Finance. All these courses have applications 
to sectors other than banking, such as public finance and economics gen- 
erally. Further information is available from: The Institute of Bankers, 10 
Lombard Street, London EC3 V9AS; 01-523 3531; The Institute of Bankers 
in Scotland, 20 Rutland Square, Edinburgh EH1 2DE; 031-229 9896. (See 


Part 1, ch. 2) 


Battery When a numbe ted together and normed on the 


r of tests are presen! 
same population the collection is called a test battery. (See Part 1, ch. 6) 
Behavioural studies/sciences This is the general heading for all those disciplines 
that deal wholly or partly with the study of the responses of organisms to an 
experience and/or environment. It includes ethnology, psychology, sociology 


and anthropology and, increasingly, economics and ecology. (See ‘The Man- 
ager’s Guide to the Behavioural Sciences’, Industrial Society, 1979.) (See 


Part 1, ch. 12) 


Behaviourism A major theor 
influenced the discipline. It defined ps 


adherents have attempted to discover 


etical approach in psychology that has greatly 
sychology as the study of behaviour. Its 
the general laws that describe behav- 
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iour, both human and animal, by using objective experimental methods and 
by relying exclusively upon unambiguous, observable data. 

ther readin, 
ae, H., het Introduction to Modern Behaviourism’, W. H. Freeman, 
San Francisco, 2nd ed., 1976. (See Part 1, ch. 14) : 

Beloe Report ‘The Report of the Committee on Secondary Schools Examina- 
tions other than the GCE’ (HMSO, 1960) drew attention to the fact that 
schools, seeking an alternative to the General Certificate of Education, were 
entering pupils for a wide variety of examinations that were unsuitable for 
school purposes. The examinations were set by boards that did not necess- 
arily have the needs of school candidates in mind and marked by examiners 
with little or no recent teaching experience. The recommendations of the 
report led to the setting up of the Certificate of Secondary Education. (See 
Part 1, ch. 10) 

Block release This refers to educational courses arranged in full-time blocks of 
up to 12 weeks, Increasing use is made of this system where modular training! 
education is used. (See Part 1, ch. 2) 

Bloom’s taxonomy Bloom’s ‘Taxonomy of Educational Objectives’ has had a 
Major influence upon curriculum development. Bloom suggested that edu- 
cational objectives can be classified hierarchically within three major do- 
mains. These are the cognitive domain, concerned with knowledge and its 
use; the affective domain, concerned with the emotional responses and values 


that are taught; and the Psycho-motor domain, concerned with physical and 
manipulative skills. 


Further reading 
Gronlund, N. E., ‘Measureme: 
Collier-Macmillan, 1976. (See P; 


art 1, ch. 14) 
Board of Governors Boards of Governors were established under the 1944 Act, 
but in many areas a system pre’ 


nar vailed whereby one governing body assumed 
responsibility for a large number of schools. This was changed in the Edu- 
cation Act 1980, which lays down that every school shall have its own 
governing body except that — at the LEA's discretion — the sharing of a 
governing body by two prima 
require the specific approval o 
Membership of a Board i j 
Beye mph es Governors of a county school is largely deter: 
who they are); 


nt and Evaluation in Teaching’, 3rd ed., 


fe) 
the Board and of the headteacl 
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vernment define the powers of the LEA, of 
her. They usually 


say; ‘The LEA shall deter- 


E E a of the school and its place in the local 

cucal . i e Governors shall have the general 

direction of the conduct and curriculum of the school. . . . Subject to the 
provisions of these articles the Headteacher shall control the internal organ- 
isation, management and discipline of the school. 

In practice the curriculum of a school is determined by the headteacher 
and staff, and the influence of the governors is negligible. Perhaps their most 
important role had been their involvement in the appointment of teachers 
to their school, although practice varies between Authorities in this respect. 
However, the Taylor Report 1977 on the government of schools saw a more 
positive role for them where the curriculum of a school, and its performance 
generally, were concerned. Hitherto theirs has been a reserve authority 
exercised (if at all) only if something were amiss. (See Part 1, ch. 1) 

Books Books are at present the most useful way of storing and retrieving 
information. They contain information in a compact form, can be skimmed 
for range of content or read as a whole. They can be taken up or put down, 
the information they contain being accessed at any point. They can be read 
and re-read. They are portable and convenient and need no supplementary 
equipment for their use. Books can be used to present introductions to a 
subject, as texts for the main body of a subject, as supplementary reading, 
for literary purposes, as well as purely for pleasure. 

With the advent of new technology there are increasing possibilities in the 
storage and retrieval on microform and microfiche, on video discs and by 
computer storage devices such as floppy discs, bubble memories, etc. All of 
these latter require supplementary equipment to access the information, and 
apart from microform and microfiche all use video screen displays which do 
not have sufficient resolution and clarity to allow high definition images of 


any amount of print on the screen at any one time. 


Further reading 

Hills, P. J. (ed.), ‘The Future of the Printed Word’, Frances Pinter, 1980. 
Erickson, C. W. H. and Curl, R. H., ‘Non-projected Visual Media’ (Ch. 4), 
in ‘Fundamentals of Teaching with Audio-Visual Technology’, 2nd ed., Col- 


lier Macmillan, 1972. (See Part 1, ch. 9) 

Brain and behaviour All human behaviour and experience is ultimately under 
the control of the brain and the central nervous system. The sum total of all 
the brain processes operating together determines consciousness. The brain 
is so complex that it will be a long time before we have more than a very 
imprecise understanding of its full influence Oon human behaviour, but much 
is already known of its role in emotional behaviour, perception and memory. 

The brain is made up of three concentric layers. The central core includes 
the medulla, which regulates breathing and bodily posture; the cerebellum, 
which is concerned with the co-ordination of physical activities; the thalamus, 
which appears to act as a relay station for incoming sensory information; the 
hypothalamus, which is involved in emotion as well as in maintaining the 

body’s homeostatic processes such as water balance and blood sugar level; 
which controls the individual’s level of 


ani reticular activating system, à ji I : 
me yer contains the limbic system. In conjunction with the 


a 
acon a Pape behaviour such as eating, fleeing from danger, 
and aggression. It is also involved in emotional behaviour and memory. The 
third and outermost layer is the cerebrum. This is divided into two cerebral 
hemispheres; the highly convoluted outer part is called the cerebral cortex. 
The cerebral cortex controls activities such as the discrimination of sensory 
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information, including vision and hearing, motor control of specific parts of 
the body, purposeful activity, speech and the comprehension of language 
and other cognitive activities. In the majority of people the left-hand hemi- 
sphere is dominant in controlling verbal skills, whilst spatial skills seem to 
be controlled by the right hemisphere. See also: heredity and environment, 
motivation, attention and perception. 
Further reading 
Pribram, K. H., (ed.), ‘Brain and Behaviour’, 4 vols, Penguin, 1969. 
Wright, D. S. et al., ‘Introducing Psychology: An Experimental Approach’, 
Penguin, 1970. (See Part 1, ch. 14) 

British Association for Commercial and Industrial Education (BACIE) BACIE 
is a voluntary organisation with individual as well as organisational mem- 
bership. A very wide range of organisations subscribe, including private and 
public industry, Government bodies, professional and trade associations, and 
trade unions. It was founded in 1919 and specialises in all aspects of voca- 
tional education and training in the UK. 

Probably the most significant contribution that BACIE has made was 
during the discussions and consultation period that preceded the Industrial 
Training Act 1964. BACIE was a major pressure group for this, and through 
its conferences of interested parties focused a great deal of the hitherto 
unspoken desires of industry, commerce, government and the unions for 
better training in the UK. It is perhaps unfortunate that the high ideals of 
the Period 1962-3, as epitomised by the BACIE conference reports of the 
time, were not reached in practice; and that what success the 1964 Act had 
tended to erode BACIE’s Position in the training field. However, BACIE 
continues to offer its members an excellent service, including the most 


ing documents in the country, backed up by 
» It is now heavily involved in the training of 


trainers. It is one of the major publishers of training subjects and offers a 
wide range of courses in training. 


BACIE has recently acted as editor of a vocati ini i 
‘Oocational ‘T: Information 
Booklet’ (published quarterly) Taining Inform 


» Published for the European Community by 

ieee Centre for the Development of Vocational Training. For 
‘ormation: 

eee 2) ion: BACIE, 16 Park Crescent, London WIN 4AP. (See 


in Scotland, Wales and 
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Northern Ireland. All of these are represented on the United Kingdom body. 
A series of programme committees gives more detailed consideration to 
programmes within selected age bands. 

: Broadcasts for continuing education are transmitted during the day along- 
side the schools broadcasts. Those of a wider, and perhaps less formal, 
educational interest are accompanied by publications. Contact with further 
education both formal and informal is maintained through the Continuing 
Education Liaison Section, which acts as a feedback mechanism to the 
programme producers, and more formal advice from this sector is obtained 
through the Continuing Education Advisory Council which, in helping to 
formulate policy, has two programme committees covering: Vocational Ed- 
ucation and Training, Education/Non-Vocational Education and Training. 

Open University Broadcasts are the third main sector of the BBC's direct 
provision of support service to education, through the transmission of radio 
and television broadcasts supporting the courses of the Open University. The 
number of students enrolled in the Open University has risen dramatically 
since the inception of this method of distance learning, and the total trans- 
mission time of OU programmes now equals that of the combined schools 
and further education broadcasts. (See Part 1, ch. 7) 

British Correspondence Colleges, Association of 4/7 Chiswell Street, London 
EC1Y 4UR; 01-330 5837. This was founded in 1955 and in 1962 incorporated 
„as a non-profit-making body. It aims to promote sound educational standards 
and ethical business practices, in the interests of postal tuition. It has an 
information and advice centre. (See Part 1, ch. 2). 

British Film Institute (BFI) In addition to the many aspects of film culture that 
are the responsibility of the BFI, such as the setting up of Regional Film 
Theatres in England and Wales, the Institute is actively involved in the 
promotion of media education and provides direct support through the Ed- 
ucational Advisory Service. (See Part 1, ch. 7) 

British Institute of Management (BIM) The British I 
was established in 1947, as an independent, non-pro! 
to promote more efficient management and to help managers 
and in all management functions to be more effective. It had in 1979 more 
than 50,000 individual members, and support from some 12,000 subscriber 
organisations. These latter subscribe to the BIM foundation and are drawn 
from industrial and commercial companies, nationalised industries, various 
trade associations and federations, employers’ associations, trade unions, 
professional institutions and associations, management consultants, various 

educational establishments, national and local government and the armed 


services. 
Policy is made by the National 
but can also co-opt. There is a 


institute of Management 
fit-making body. It aims 
at all levels 


Council, which is elected by the membership 
Director General and a staff to carry out 


policy. Recently, BIM has become more active in promoting the interests of 
management generally and the idea of wealth generation in particular. There 
are seven Regional Advisory Boards, serviced by BIM Regional Managers, 
and over 75 branches in the major cities and towns. A i 
Individual members are expected to commit themselves to attaining high 
professional management standards. Senior members are expected to help 
the development of the skills and professional standards of junior members. 
Full voting members are graded Fellow, Member and Associate Member 
(FMBIM, MBIM, AMBIM) depending on qualifications, experience and 
election, except for FMBIM, which is by invitation of the Board of Fellows, 
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for ‘eminent achievement in the practice of management’. Details of mem- 
bership requirements are available from BIM. 

BIM publishes a monthly journal ‘Management Today’, a quarterly Re- 
view and Digest, and Management Reading Lists. Its other services include 
an excellent library, an information service on management courses, and 
education and training through seminars, courses and conferences. A 

Since there are probably 2-2% million managers in the UK, the BIM’s 
50,000-plus membership can be placed in proportion. It does not however 
represent British management in the way that the TUC can be said to 
represent British employees. Most British managers’ first allegiance is to 
their specialism and therefore their professional institution or association. 
For further information: BIM, Management House, Parker St, London 
WC2B SPT, 01-405 3456. (See Part 1, ch. 12) ee 

Broadcast organisations One of the major supports to education in Britain is 
that provided by the Broadcast organisations. The contributors to education 
are the British Broadcasting Corporation, the independent television com- 
panies and local radio. (See Part 1, ch. 7) 

Bruner’s strategies in concept formation Bruner found that not all individuals 
adopt the same strategy or plan of action, when attempting to solve problems 
that involve identifying the attributes of a concept. Some people use simul- 
taneous or successive scanning strategies which involve working out and 
testing hypotheses based on the information given. Others use conservative 
focus or focus gambling Strategies. These do not involve testing hypotheses; 


instead the individual alters one or more attribute values at a time. 
Further reading 


Bruner, J. S., Goodnow, J. J. and 
Wiley, 1965. (See Part 1, ch. 14) 


Bureaucracy Sociological analysis employing the concept of bureaucracy has 
been dominated by the tho 


ught of Max Weber, who closely interrelates the 
Concepts of bureaucracy and of authority, Bureaucracy, in Weber’s view, 
entails a hierarchy of officials in which the lowest officials are under the 


Austin, G. A., ‘A Study of Thinking’, 


Weber sees any organisation as involving relations of authority; and for 
him the development of bureaucracy has been part of the rationalisation of 
the modern world, during the course of which the authority relations of the 
organisation have become increasingly based on the rational principle of 
technical specialisation. j p ; 


ni 
Weberian lines. The ‘new’ Sociol 


interpreting the concept of 
Sees it in terms both of the 


hierarchical division of labour and of alienation, and arguing a connection 
between bureaucratic organisation and the social control of the work-force. 
Further reading 

Albrow, M., ‘Bureaucracy’, Macmillan, 1970. 

Bowles, S. and Gintis, H., ‘Schooling in Capitalist America’, Routledge & 
Kegan Paul, 1976. 

Musgrove, F., ‘Patterns of Power and Authority in English Education’, 
Methuen, 1971. (See Part I, ch. 15) 

Burnham Committee Teachers’ salaries are negotiated in the Burnham Com- 
mittee, so named after its first chairman in 1919. Prior to 1963 the represen- 
tatives of the Local Authority Associations and of the teacher unions met 
under an independent chairman, and the salary scales they agreed were 
submitted to the Secretary of State for his approval or rejection. 

Approval was forthcoming until the 1960s, since when successive Sec- 
retaries of State have assumed interventionist roles, reflecting the fact that 
teachers’ salaries are the largest single item in the cost of the education 
service. The Remuneration of Teachers Act 1965 amended previous practice 
by including representatives of the Secretary of State in the Burnham Com- 
mittee, making provision for arbitration in default of agreement, and by 
giving the power of retrospective payment. 

Salary scales are set out in the Burnham Reports which are published after 
every agreement or arbitration. The various scales payable in a school depend 
on the size of the school and the ‘ages of the pupils, the older ones counting 
for more points than the younger. The total number of points determines 
how many posts on various scales a school may have. 

The salaries of teaching staff in the further education section are negotiated 
similarly after the school teachers’ agreement, and salary increases are 
usually of the same percentage order. (See Part 1, ch. 1) 

Business Education Council (BEC), Scottish Business Education Council (SCOT- 
BEC) BEC is an independent body, established in May 1974 by the Secretary 
of State for Education and Science. It has responsibilities to establish, pro- 
mote and maintain a structure of awards for the whole of the United King- 
dom (except Scotland) in non-degree business education. It is also required 
to devise and approve courses leading to such awards and generally to 
promote advances in non-degree business education in England, Wales and 
Northern Ireland. Such courses are offered, after BEC has given approval, 
in the further education sector, and can be on a variety of study bases 
(part-time to full-time study). The awards require evidence of disciplined 
attendance on an appropriate course, as well as success in examinations. 
There are currently three levels of award: BEC, General Certificate/Di- 
ploma; BEC National Certificate/Diploma; and BEC Higher National Cer- 
tificate/Diploma. These provide a progressive route for students to higher 
awards in the BEC system and elsewhere. Diploma and Certificate courses 


are at the same level but Diploma courses cover a wider range of the relevant 


subjects. h . 
SCOTBEC was established in 1973. It is the national examining body in 


Scotland for courses in business, secretarial, computer, administrative and 
distributive studies. It replaces the Scottish Council for Commercial Admini- 
strative and Professional Education (SCCAPE). 

Further information available for BEC at 76 Portland Place, London W1; 
01-580 3050; for SCOTBEC at 22 Great King’s Street, Edinburgh; 031-556 
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4691. For courses available in a particular area, contact the local college of 
further education or college for higher education. (See Part 1, ch. 2) 

Business school This is an American term, mainly used to describe very large, 
autonomous and self-financing institutions, usually with strong associations 
with leading universities. There are some that are so famous that most 
managers in the world would recognise them (Harvard, Massachusetts In- 
stitute of Technology, Stanford). These institutions have complete faculties 
of professors, assistants, researchers and student bodies at the post-graduate 
and doctoral level only. Other institutions offer graduate level courses. 
Entrance to post-graduate courses is by means of the Princeton Test of 
Admission, a rigorous and difficult examination of intellectual ability and 
practical fitness for such courses. This test is also used by the major UK 
schools. 

In 1963 the Franks Report recommended the setting up of two business 
schools on the American pattern, presumably on the assumption that such 
institutions have been a key influence on American economic development. 
This has not been proved, but nevertheless, the London and Manchester 
Business Schools were founded, in association with the respective universities 
of these cities. There is also a Scottish Business School, in Glasgow. These 
three are the only business schools in the UK but there is in addition a 
Plethora of other institutions, such as the business or management depart- 
ments of universities, schools of management at universities or polytechnics, 
regional management centres, and so on. They are all attempts to answer 
what has been identified as a problem in the UK: the lack of able, highly 
trained managers. It will be some time before a balanced assessment of the 
contribution of the business schools and other institutions can be made, but 
the first signs are not encouraging, as the decline of the UK as an economy 


continues apparently unabated. Further information: London Business 
School, Sussex Place, Regents 


Park, London NW1 4SA; 01-262 5050; 
Manchester Business School, Booth Street West, Manchester M15 6PB; 061- 
273 1228; Scottish Business School, 69 St George's Place, Glasgow B2 1EU; 
041-221 3124. (See Part 1, ch. 12) 
Further reading 
The Franks Report: ‘British Business Schools’, British Institute of Manage- 
ment, 1963. 
Mant, A., ‘The Experienced Manager: a Maj ', Briti i 

F titute 
or Macageoeer, = Bi ajor Resource’, British Institu! 


i le 
at all levels who work in organisati at educate and train peop! 
goods and services, (See Part 1, ch. 2) 


to be 15). This results in a distribution 
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with mean score 100 and standard deviation 15, which allows for direct 
comparability of scores on different tests as long as the reference population 
remains the same in a statistical sense. 

Calibration is the end result of a standardisation procedure, and one of 
the mathematical methods for transforming the scores can be found in ‘The 
British Journal of Psychology’ (Statistical Section), Volume III, part IT, June 
1950, in an article by D. N. Lawley called ‘A Method of Standardising Group 
Tests’. Other methods for calibration exist, such as those based on item 


characteristic curve theory. 

Further reading 

Angoff, W. H., Scale, Norms and Equivalent Scores, in ‘Educational Mea- 
surement’, R. L. Thorndike (ed.), 2nd ed., 1971. 

Childs, R., ‘Norm-Referenced Testing and the Standard Scores’, National 
Foundation for Educational Research, 1978. ‘Journal of Educational Mea- 
surement’, special issue on Latent Trait Models, vol. 14, no. 2, Summer, 
1977. (See Part 1, ch. 6) 

Capitation allowance The amount of money, related to the number of pupils 
on roll, which is allowed to a school annually by the LEA. for the purchase 
of books, stationery and equipment. (See Part 1, ch. 1) 

Career development and planning A process by which individuals plan or have 

eir future careers, together with the means by which they will gain 

em for the jobs they expect to achieve. 

There exist independent agencies to help individuals with this as well as the 

management development departments of organisations. (See Part 1, ch. 12) 


s education Careers education is a school-based activity, mainly con- 
sociated with the school’s curriculum 


planned th 
experience and training to equip th 


Career: 
cerned with group teaching, closely as 
and having as its aim the widening of the career horizons of pupils. It is 


complementary to the careers service's responsibilities for vocational guid- 
ance with its emphasis on individual careers counselling. (See Part 1, ch. 1) 
Careers organisations in education Under the Employment and Training Act 
1973 all Local Education Authorities in England and Wales were made 
responsible for the careers service. The Manpower Services Commission 
opened the Careers and Occupational Information Centre (COIC) in 1974, 
having merged the Careers Information Division of the former Central Youth 


Employment Executive and the Occupational Information Section of the 
Emp eymen Service Agency- The Centre is responsible for the preparation, 
publishing and distri 


nformation about jobs and careers and related 
bs a Teed this function is carried out by the employment service, 
a branch of the Department of Manpower Services. In Scotland, the Careers 
Service Advisory Council was established to advise the Secretary of State on 
the conduct of the education authority careers services and matters relevant 
to the requirements of the Employment and Training Act 1973. (See Part i 
ch. 7) 

Careers service The Emp! 
cation Authorities to appoint care® 
and employment service for perso! 

iversities, altl 


bution of i r 
d guidance material. 


Joyment and Training Act 1973 requires Local Edu- 
rs officers to administer a careers guidance 
ns attending or leaving educational insti- 
tutions other than uni hough university students may use the 
service if they wish. Local Education Authorities also have the power and 
may be called upon to make the service available to any other person who 
has ceased full-time education and who wishes to use or continue to use the 
service. Under a Principal Careers Officer, each Authority has a team of 
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professional careers officers appointed to specialise in different aspects of 
the work. Some officers advise statutory school-leavers; some advise A-level 
pupils and students in colleges of further education; some deal with students 
in colleges of education and polytechnics; some help the physically or men- 
tally handicapped. Local authorities are required to provide school pupils 
whom their officers advise with a written summary of the vocational advice 
given. 
The main functions of the careers service are: to work with careers and 
guidance teachers in schools and colleges in the careers education of young 
people, and to provide them and their parents with information on educa- 
tional, employment and training opportunities; to give continuing vocational 
guidance to pupils and students in their later years at school or college, and 
to help them to reach informed and realistic decisions about their careers; 
to help young people to find suitable training and employment and employers 
to find suitable workers; and to offer help and advice to young people on 
problems connected with their settlement in employment. (See Part 1, ch. 1) 
Central Advisory Council The 1944 Act created two Central Advisory Councils, 
one for England and one for Wales, to be appointed by the Secretary of 
State with the duty of advising him on educational theory and practice and 
upon any matter referred to them by him. The major publications include 
‘The 15-18s’ (Crowther, 1960), ‘Half our Future’ (Newsom, 1963), ‘Children 
and their Primary Schools’ (Plowden, 1967), and in Wales, ‘The place of 
Welsh and English in the schools of Wales’ (1953) and ‘Primary Education 


cs _ (Gittins, 1967). There has been no Teport since 1967. (See Part 1, 
ch. 


Central Bureau for Educational Visits and Exchanges Funded by the three UK 
Departments of Education, the bureau is the national office for information 
on educational travel and exchange. Schools and higher educational insti- 


tutions are linked with other overseas bodies, and the Bureau places language 


assistants in appropriate schools and colleges, both foreign language assist- 
on and English language assistants in other countries. (See Part 
, ch. 


2 » the CSE is int 
Subject panels are drawn u mended for the next 40 per cent. 


of assessment. Schools ma 
which the syllabus, examin: 
(Method I). A school can 


their own functional specialism and in conjunction with their colleagues 
(See Part 1, ch. 2) i 

Character-building industry A piece of jargon invented to give a degree of 
authenticity to those activities, projects, courses and experiences designed 
to improve the individual’s understanding of himself and others and his 
ability to deal with highly demanding situations. Usually, character-building 
activities involve stressful physical and/or mental experiences in unusual 
surroundings by means of which self-learning is assumed to take place. There 
is little evidence of positive effects on work performance although there is 
no doubt the individual often changes. Examples include Outward Bound 
and survival courses for businessmen. Certainly, physical fitness is tempor- 
arily improved by such activities. (See Part 1, ch. 11) 

Charity school Roman Catholics built the first charity schools in London during 
the reign of James II. Despite the ‘Glorious Revolution’ of 1688 Anglicans 
and dissenters, still fearful of a Roman Catholic counter-revolution, com- 
bined to form the Society for Promoting Christian Knowledge (SPCK) in 
1699 as a co-ordinating body to aid the building of Protestant-controlled 
schools. Their emphasis on teaching children a useful trade and instilling the 
habits of industry was partly the product of a genuine concern to assist poor 
children to become financially independent adults. It also reflected the Puri- 
tan belief that charity should promote the glory of God by promoting the 
usefulness of man. In an age of slow economic growth such teaching con- 
tributed to social stability by not giving the pupils an education that would 
have made them discontented with their lot. Nevertheless the movement was 
attacked in a number of pamphlets, including B. Manderville’s ‘Essay on 
Charity and Charity Schools’ (1723), for over-educating the children. The 
SPCK successively lost the support of dissenters during the High Church 
attack on them during the reign of Queen Anne and of the High Church 
itself with the collapse of Jacobite hopes. A return of 1729 shows 1,419 
schools with 22,303 pupils, mainly in London and the large towns. By the 
late 1730s enthusiasm had waned. Many charity schools remained moribund 
until a revival of interest in popular education at the end of the century. 


Further reading . Aer 
Jones, M. G., ‘The Charity School Movement’, Cambridge University Press, 


1938 (reprinted Frank Cass, 1963). T 
Simon, J., ‘Was there a Charity School Movement?’ in Simon B. (ed.), 


‘Education in Leicestershire, 1540-1940’, Leicester University Press, 1968, 


pp. 55-100. (See Part 1, ch. 10) ] 
Chief Education Officer The Chief Education Officer is the head of the LEA’s 
r implementing the education 


education department. He is responsible fo 1 1t 
committee’s decisions and for conducting its business with the Department 


of Education and Science and with other bodies. Equally important is his 
role as the officer who advises the committee on the issues it has to deal 
with, which range from the annual budget and the priorities which that 
expresses, to future development plans, staffing standards, reorganisation of 


schools, and so on. 

He is assisted by a Pro! 
Deputy Chief Education 
Officers, each of whom 1S normally 
as schools, finance, further educati 
there is a staff of advisory officers, h 
in different aspects of education, ei 


fessional staff, the usual pattern being one or two 
Officers, and three or more Assistant Education 
in charge of a branch of the service, such 
ion, sites and buildings, etc. In addition 
headed by a chief adviser, who specialise 
ther in various stages of education such 
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as infant, nursery, etc., or in subject areas such as music, science, gem 
etc. Their role is to help schools to maintain and improve standards, an = 
occasion they may carry out formal inspections of schools. They also ys 
the eyes and ears of the Chief Education Officer and advise him on ma 
which may require decisions by the committee. See also: education socia 
worker, school psychological service. (See Part 1, ch. 1) ; 
Child development The study of child development is concerned to account or 
the way in which the relatively helpless new-born infant grows and deve! lops 
into the complex adult. Developmental psychologists are interested in the 


systematic changes that occur as a child grows older. 
studies, following the same 


cross-sectional studies, com 
used. 


Both longitudinal 
group of children over a period of time, and 


paring a sample of children of different ages, are 


Early studies in child development were largely descriptive, detailing the 
sequence of physical and motor development and establishing the average 
ages at which they occur. More recent work has seen the emphasis change 
to an interest in perceptual development, learning, cognitive development 


and intelligence, language development and the development of the child’s 
personality and social skills. 


opportunity. 


Both inheritance and environmental influences are involved in most de- 


although a maturational 


nger, J. J. and Kagan, J., 
» Harper & Row, 1974, 


(ed.), “Carmichael’s Manual of Child Ps 
» ch. 14) 


nese adopted various systems of edu- 
in 1922 the American, and in 1949 the 
us. 


‘Child Development and Per- 


ychology’, 3rd ed., 


on, R., The C 


A hanging Role of Te 
British Jour 


achers in China; 
nal of Teachers Ed 


ucation’, 219-30, 


giving £10,000 to the newly-formed Y; 


of Science, later the 
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University of Leeds, and contributing £500 for a chair in textiles. The City 
of London and the City companies formed the Institute in 1878; it was 
incorporated in 1882 and became a national body for encouraging and exam- 
ining technical education. (See Part 1, ch. 10) 


The Institute is an independent body which aims, in collaboration with the 
further education sector, to satisfy the demands of industry for technically 
qualified people. Operating under a royal charter, it provides nationally 
recognised standards at appropriate levels. 
The Institute has a structure of advisory committees. These have repre- 
sentatives drawn from industry, education and the professions. They attempt 
to identify training and education requirements, and from them draw up 
syllabuses leading to examinations. Courses are run in further education 
colleges, usually on a part-time basis. 
The major levels of examinable courses are as follows. City and Guilds 
Insignia Award (CGIA) is available to people who have already obtained 
appropriate certificates from the Institute. Candidates should have had suit- 
able industrial experience, be able to demonstrate their understanding of the 
appropriate scientific principles and show a broad knowledge of their indus- 
try. The Full Technological Certificate (FTC) is awarded in some subjects to 
candidates who are over 21, have practical experience in their industry and 
have passed the necessary examination. Technician qualifications take some 
five to six years to obtain, with Part I taking two years, Part II two years, 
and Part III a further one or two years. Craft qualifications are similar in 
pattern to technician level, but Part I can be obtained after one year. The 
Institute also offers operative schemes, usually taking one or two years. 
There are some advanced operative examinations. 
The Institute works closely with the regional examining bodies, and pro- 
vides administrative services to a number of national bodies, among them 
the Joint Committees for National Certificates and Diplomas, the National 
Examinations Board for Supervisory Studies, the Technician Education 
Council and the Business Education Council. 
It is now transferring much of its responsibilities for technician schemes to 
the Technician Education Council. Certain other schemes (such as distri- 
bution) are being passed to the Business Education Council. Examination 
arrangements will continue to be the responsibility of the Institute under the 
administrative systems mentioned above. The Institute provides some other 
services to industry, such as the Skills Testing Service. Further information: 
City and Guilds of London Institute, 76 Portland Place, London W1N 4AA, 
01-580 3050. (See Part 1, ch. 2) ; 
Classical conditioning Classical conditioning occurs when an association is es- 

tablished between a previously neutral stimulus and a stimulus that elicits an 
umber of pairings the individual learns to respond 
to the neutral stimulus with the innate response. Classical conditioning can 
lead to behavioural problems such as the acquisition of school phobia and 
excessive anxiety towards school subjects. Pavlov did the pioneering work 


in this area of learning. 
Further reading 
Rachlin, H., ‘An Int 


2nd ed., 1976. (See Part 1, ch. 14) 
Classification and framing Bernstein analyses the structure of educational 


knowledge at the twin levels of its classification, which concerns the strength 


innate response. After an 


roduction to Modern Behaviourism’, W. H. Freeman, 
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of its subject divisions and sub-divisions, and its framing, which relates 
particularly to the degree of control exercised by the student over what is 
taught and how it is taught. He discusses the implications of differences in 
classification and framing with regard to the socialisation and social control 
of pupils and students of different social class. 

Further reading 

Bernstein, B., ‘Class, Codes and Control’, vol. 3, Routledge & Kegan Paul, 
revised ed., 1977. (See Part 1, ch. 15) 

Classroom system To see curriculum and teaching as adapted to classroom 
systems, rather than vice versa, is to emphasise the extent to which schools 
as we know them were a socio-technical invention of the nineteenth century. 
Thus the cellular structure of classrooms and related methods of ‘transmit- 
ting’ knowledge were a solution to the 
basic literacy, numeracy, 
Views of children’s acqu 


problem of developing a common 
and sense of order for the mass of the population. 


isition of knowledge have become more sophisti- 
cated, but the difficulties of implementing more individualised or ‘open’ 
curricula can be seen as evidence of the durabil 


ity of the older systems. (See 
Part 1, ch. 4) 

Class struggle Where Durkheim and Parsons stress the need to understand the 
unity of society — its consensus — Marx stresses the need to understand the 
essential disunity of society — the conflict, the class struggle, that determines 
society’s fundamental character. For Marx, the whole written history of 


mankind has been a history of class struggle in one form or another, though, 


in general, the real nature of the struggle has not been understood by the 
contestants. 


_ Marx characterises societies in terms of their different modes of produc- 
tion, because he believes that relations of production hold the theoretical 
key to the final explanation of all human relations. From this point of view, 
the development of Western society over the last thousand years has been 
from the feudal mode of Production, the essential feature of this being the 
class struggle between the feudal aristocracy and the serfs, to the capitalist 
mode of Production, the essential feature of which 
between the bourgeoisie and the proletariat. 

It is vital to appreciate the ex; 


is the class struggle 


and as it should be, 
Further reading 


ion inatin? ' k 

1, ch. 15) or Domination?” Arrow Books, 1974, (See Part 
Clerical work Clerical work deals wi 

mation, generally fo ais with the recording and collation of infor- 


r other peo le i pages 
Organisation, with the emphasis a aaa, ansen. atia i a hl be 


and accuracy. Therefore, training 
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and education for such skills is important, particularly as computerised sys- 
tems handle more and more of the mechanics of the job. (See Part 1, ch. 2). 

Cluster analysis When data have been collected over a range of learners and 
other factors, they may be displayed in a table (matrix). There may be 
similar effects or trends in the rows or columns: the clumping together of 
similar effects. The interpretation of what are similar effects is difficult. 
Using a computer it is possible to identify these clumps or clusters, using a 
mathematical technique called cluster analysis. (See Part 1, ch. 8) 

Coaching This widely used technique involves the setting of real tasks for 
trainees by which their ability and experience is improved through continuous 
appraisal, advice and counselling of a supervisor. Its roots are in the trad- 
itional master/pupil learning system. (See Part 1, ch. 12). 

Cognitive approaches to learning Cognitive learning theorists, in contrast to the 
behaviourists, maintain that learning comes about as the result of the re- 
structuring of perceptions and thoughts within the individual. The restructur- 
ing enables the learner to perceive new relationships, to solve new problems 
and to gain understanding of particular areas of knowledge. They stress the 
importance of meaning in the learning of complex material such as school 


subjects. 


Further reading P á 
Ausubel, D. P., Novak, J. D. and Hanesian, H., ‘Educational Psychology: 


A Cognitive View’, 2nd ed., Holt, Rinehart & Winston, 1978. (See Part 1, 
ch. 14) f a 

Cognitive style There is a wide variation in the styles that individuals adopt 
when they encounter a cognitive task. A number of factors have been 
investigated which appear to have an influence on cognitive style. For ex- 
ample, Bruner identified different strategies used in concept formation. With 
many of these aspects of personality difference it has been assumed that 
individuals can be placed somewhere upon a continuum that extends between 
the extremes of a pair of alternatives. Amongst the dimensions different 
theorists have advanced are Eysenck’s introversion-extraversion, 
neuroticism-stability and psychoticism-normality. Hudson has developed the 
dimensions of convergent and divergent thinking and of syllabus-bound and 
syllabus-free approaches to study (sylbs and sylfs). Pask has distinguished 
between serialists and holists. The serialist approaches the study of new 
material by stringing a sequence of cognitive structures together; he builds 
up a total picture by stringing detail together. The typical holist attempts to 
gain an overview of an area of study so that the detail can fall into place. 
Witkin found that the perceptual characteristics of field-dependence and 
field-independence that he had identified related also to intellectual behav- 
iour. The field-independent subjects were more analytic in their thought, did 
better on spatial tasks and performed well in mathematics and the sciences. 
Kagan has shown that some subjects are consistently impulsive when faced 
with problem-solving tasks. They blurt out the first possible solution that 
occurs to them although it is frequently incorrect. Other subjects are more 
reflective; they delay before venturing a solution and are then usually correct. 
See also: Piagetian stages of development, personality, Bruner’s strategies in 


concept formation. 


M Pied) ‘Personality and Learning’, Vol. 1, 19/5; Mol ori. 


(ed.), ‘Personality and Learning’, vol. 2, 1976; Hodder & Stoughton in 
association with the Open University Press. (See Part 1, ch. 14) 
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Cole, Sir Henry (1808-82) In public service from 1831 onwards, he assisted in 
the reform of the postal system before the introduction of the penny post 
and served on the managing committees of the London Exhibitions of 1855, 
1862, 1871-4. British commissioner at the Paris Exhibitions of 1855, 1867. 
Joined the School of Design, Board of Trade, 1851, joint secretary with 
Lyon Playfair, Department of Science and Art, 1853-8, secretary, 1858-73. 
Played an active role in the development of the museums and the Royal 
Albert Hall on the South Kensington land bought with the proceeds of the 
Great Exhibition, 1851. Credited with designing the first Christmas card. 
(See Part 1, ch. 10) 

College of higher education The report on Teacher Education and Training 
1972 presented by the James Committee recommended inter alia that student 
teachers should study alongside students in other disciplines and that com- 
mon curriculum courses should be Prepared which would enable students to 


delay until a later Stage the option as to final choice of career, 
The Government endorsed t 


education and technical and 
develop into major institutio 
Specialisation in the arts and 
during the 1970s the mer, 
education (though a few 
It should be noted thai 


» » such as the Diploma in 
Higher Education. (See Part 1, ch. 1) j 
College of Preceptors Founded in 1846 


ine Cate a 10) y engaged in educational circles 
Commission of the Euro 


of vocational trainin > adult e s + youth policy; co-ordination 
A g ducation and cultural matters. (See Part 1 


education of handicapped children and young people (Warnock Report 
1978). These reports are as influential as those issued by the Central Advisory 
Councils. (See Part 1, ch. 1) 

Committee of the Privy Council on Education Popularly known as the Education 
Department, this Government office was established in 1839 to supervise the 
distribution of the annual grant (£20,000 in 1833 and £30,000 between 1834 
and 1839) that the Treasury made available to the National Society and the 
British and Foreign School Society (see religious societies) for the building 
of new schools. With its wide brief ‘the consideration of all matters affecting 
the education of the people’ it posed a threat to the established church’s 
claim to a monopoly of control over the education of the people. After a 
protracted dispute the terms on which schools in receipt of a grant were to 
be inspected were finally agreed between church and state. The new inspec- 
tors (HMIs) soon found much wrong with the schools and teachers. By the 
mid-1840s the National Society, which had run into financial difficulties, 
proved readier to negotiate over the terms on which the Education Depart- 
ment would subsidise the training of teachers than it had been in the 1830s 
when the idea had been first mooted. Sir James Kay-Shuttleworth was able 
to introduce a scheme whereby a 13-year-old boy or girl could go through 
a five-year apprenticeship in a school and then a one- or two-year course in 
a training college with state assistance. He later offered grants for the pur- 
chase of books and scientific apparatus. These grants, together with a capi- 
tation grant based on attendance offered from the early 1850s, were swept 
away by the Revised Code. The Board of Education took over the work of 
the Education Department in 1899. See also: Robert Lowe, W. E. Forster. 


Further reading 
Bishop, A. S., ‘The Rise of a Central Authority for English Education’, 


Cambridge University Press, 1971. 
Hurt, J., ‘Education in Evolution: Church, State, and Popular Education, 


1800-70’, Rupert Hart-Davis, 1971. 
Sutherland, G., ‘Policy Making in Elementary Education, 1870-95’, Oxford 


University Press, 1973. (See Part 1, ch. 10) 
Commonwealth Secretariat It is an international body at the service of all 
member countries of the Commonwealth, established in 1965. It publishes 
sarch, conference papers, reports, books and the CELC 
on in the Commonwealth series. 
Marlborough House, Pall Mall, 


abstracts of current re: e 
Newsletter, in addition to the Educati 
Address: Commonwealth Secretariat, 


London SW1. (See Part 1, ch. 3) : A 
Community school The concept of the community school was pioneered by 


Henry Morris, Chief Education Officer of Cambridgeshire, with the estab- 
lishment of its village colleges in the 1920s. The college housed not only the 
school, but the village hall, the branch of the county library, the club room 
for old-age pensioners, and so on, and the facilities available to the school 
for example those in the workshops and gymnasium, were also available to 
the community. The college was the place not only where children went to 
school but also where their parents and elder brothers and sisters went to 
concerts, attended evening classes Or meetings of the Women’s Institute. 
‘We'll raise the school-leaving age to 90,’ Morris wrote. r 

The idea has spread to many other parts of the country, including towns 
and inner-city areas. From the mid-1960s there developed the concept of 
joint provision between the LEA and another local council to provide facil- 
ities which would be used by school and public and which would be better 
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than either Authority could afford individually. Thus, some community 
schools make special provision for sport and recreation, others have opened 
up courses during the daytime which are attended by adults and older pupils. 
The advocates of the community school, however, regard it not only as an 
intensively used building, but also as a means of promoting community and 
social awareness among the pupils. (See Part 1, ch. 1) 

Comparative education courses These are sometimes part of initial courses for 
teachers. Such courses include a survey of the history and methodology of 
comparative education, the contributions of sociology, history and demog- 
raphy, the difficulties concerned with language policies such as the problem 
of the phonetic script in China, problems of racial and religious minorities, 
the reform of education, educational difficulties in developing countries such 
as those connected with localisation, an analysis of the effects of industri- 
alisation and of urbanisation on education. Courses leading to BEd, MA, 
MPhil, and PhD degrees are also available. 

Other teaching and research centres now established include the Compar- 
ative Centre at Chicago University, the Max Planck Institute for Educational 
Research in Berlin, the universities of Reading (UK), Michigan, Wisconsin 


and Pittsburgh (USA) and La Trobe, Macquarie and Monash (Australia). 
Further reading 


ly accepted by most compar- 
ht to satisfy that interest in 
anifested by many educators. They 
of studies and to promote research 


interested in promoting educational 
derstanding. 


en founded in Canada, Ja d South 

, Japan and Sout 
Korea, and, more recently, the Australian and International Comparative 
Education Society was established. j 


in the 1940s and 1950s, but the period of their great development was in the 
decade after 1965. 

A major reason for the growth of comprehensive schools was growing 
dissatisfaction with the selective system whereby at the age of 11 children 
were divided into separate kinds of secondary schooi, the belief that the 
eleven-plus examination was not predictive of a child’s ability and develop- 
ment, and that in any case the line between entry to one school or another 
was, to a significant degree, arbitrary. 

A first principle which might command acceptance is that a comprehensive 
school should regard the educational needs of every child as being of equal 
importance. This principle has profound implications for the way learning is 
organised, the allocation of resources and the distribution of teachers, as 
well as the more peripheral matters such as school reports and the award of 
prizes. It will also influence attitudes towards the assessment of pupils, 
systems of pastoral care, option structures, parental involvement, and so on. 
Even so it does not mean that every child is capable of meeting whatever 
academic demands are made on him, but it does lead to higher expectations 
of children’s attainments, and to attaching value to all achievements, not 
merely ‘academic’ ones. From this principle too will develop the aim of 
ensuring that every pupil has every opportunity of realising his full potential 
over as wide a range of activities and skills as possible. (See Part 1, ch. 1) 
The policy of separating children in different schools according to their 
perceived ability has been historically a short-lived phenomenon. The 
nineteenth-century elementary school knew no such segregation. Even the 
three-tier system advocated by the Taunton Commissioners 1864-7 was based 
on a father’s ability to pay, not his son’s intellectual capacity. Public Schools 
were, and many still are, comprehensive schools in that they cater for pupils 
of widely differing ability. Even in the 1920s, the period of the development 
of the tripartite system, advocates of multilateral schools included the con- 
servative Associations of Assistant Masters, Headmasters, and Headmis- 
tresses, as well as the National Union of Teachers, and the National 
Association of Labour Teachers. Despite the move to tripartism after 1944 
a number of predominantly rural authorities (Anglesey is one example) 
found it administratively expedient to reorganise their schools on compre- 
hensive lines. Although at the local level Conservative councillors raised 
little objection to such plans at this time, attitudes hardened at the national 
level during the Conservative period of office 1951-64, with the result that 
educational arguments became inextricably confused with political ones. 
Hence the Labour Government’s Circular 10/65 requesting local authorities 
to prepare plans for reorganising their schools on non-selective lines was 
greeted with procrastination in some quarters. Recent legislation will un- 
doubtedly still further delay the move away from the tripartite system. 


Furth i i 
Rba aA ri and Simon B., ‘The Evolution of the Comprehensive System 


1926-72", Routledge & Kegan Paul, 1973. (See Part 1, ch. 10) 
Compulsory school attendance A child is deemed of compulsory school age 
from the beginning of the term following his fifth birthday. For Pupils who 
attain the age of 16 between 1 September and 31 January (inclusive) the 
school-leaving date is the end of the Easter Term. For pupils who attain the 
age of 16 between 1 February and 31 August (inclusive) the school-leaving 


date i i the last Monday in May. 
ate is the Friday before Sor n ET 


It is worth noting that the dut 
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educated ‘either at school or otherwise’. If parents choose to educate their 
child at home the Local Education Authority has the responsibility to ensure 
that such education is efficient, having regard to the age, ability, and aptitude 
of the child. (See Part 1, ch. 1) 

Computer Computers are being found of use increasingly in educational ap- 
plications. Main uses at present are for: 


1 Information retrieval. 

2 Mathematical calculation. 

3 The manipulation of mathematical models. 

4 Simulations of a variety of situations 
experiments. 

5 Problem-solving and information 
computer-assisted learning. 


, for example, of difficult or dangerous 


-giving of the type associated with 


Computers are being linked in networks which allow information from a 
number of data bases to be available. This means that information is be- 
coming much more easily available to an 
computer terminal. More and mo; 
schools, colleges and universities. 
use than main-frame computers. 
Further reading 
es N., ‘An Introduction to Educational Computing’, Croom Helm, 


Hooper, R. and Toye, I., ‘i 


yone having access to a suitable 
re micro-computers are coming into use in 
These offer much more flexible, individual 


: Computer-Assisted Learning in the UK’, Council 

for Educational Technology, 1975. (See Part 1, ch. 9) 

Computer-aided learning (CAL) computer-assisted learning (CAL), computer- 
assisted training (CAT); CAL and CAT are relatively new techniques, with 
their Toots in programmed learning, involving the use of a computer as a 
teaching medium or learning resource. As a teaching medium, learning is 
controlled by the computer Programme as it reacts to the trainee’s responses. 
Asa learning Tesource, the computer is a tool for the learner, providing 


information. Thus, in this Case, the com i i 
i i kai 9 uter Bie 
as in a flight simulator). (See Part 1, ch. 12) PS rey ae 
Computer- 


, and SO on. (See Part 1, ch. 12). 


and irrelevant attributes of the concept. For example: wheels, engine, steer- 
ing, brakes, and seats are all relevant attributes of the concept ‘car’, whereas 
colour, kerb-side weight, size and shape are irrelevant attributes of the 
concept. Concept formation requires both classification and discrimination. 
The relevant or critical attributes enable the learner to make his classifica- 
tion; the ability to discriminate between relevant and irrelevant attributes 
enables the learner to recognise the limits of his classification. 

The attainment of concepts by young children takes place so quickly and 
inevitably that it has been suggested that the young child has an innate 
predisposition to organise his perceptions into concepts. It is almost as if the 
child had a built-in language acquisition device. Much of Piaget's work has 
been concerned with the development of the child’s competence in using 
concepts. Bruner has investigated adult concept formation. See also: Piage- 
tian stages of development; language and thought; learning, retention and 
recall; Bruner’s strategies in concept formation; Gagné’s conditions of 


learning. 

Further reading i 

Thomson, R., ‘The Psychology of Thinking’, Penguin, 1959. (See Part 1, 
ch. 14) a è 

Confederation of British Industry (CBI) The CBI, which represents the interests 
of industrial and commercial concerns, sponsors a number of educational 
activities. ‘Understanding British Industry’ is sponsored by the CBI Educa- 
tional Foundation and sets out to provide source material and audio-visual 
resources to education to explain the roles of commerce and industry in the 
social and economic life of the nation. Its Education and Training Committee 
is the main CBI education committee. Activity in the various education 
sectors is carried out through a series of joint committees with universities 
and polytechnics, colleges of further education and schools. The CBI oper- 
ates through thirteen Regional Offices, those in Wales and Scotland having 
their own Education and Training Committees. (See Part 1, ch. 7) 

Conflict The concept of conflict theory in sociology has tended to take shape 
in opposition to the focus upon consensus in structural-functionalism. Various 
theorists have called attention to important elements of conflict in society 
which structural-functionalism is claimed to ignore. However, the term con- 
flict theory’ can be misleading. Marx can be called a ‘conflict theorist’, and 
so can Ralf Dahrendorf. Yet to draw the see that their theories are of 

iii ci ake a serious mi: 3 

7 See a cane in an Industrial Society" (1959), Dahrendorf, 
following Max Weber, maintains that every organisation EENE a 
and so the giving and the acceptance of commands. He ee { stn t i t a 
however complete the recognition of authority "A be, t = is boun i e 
a conflict of interests when One party is require to su ae anot er's 
commands. Therefore every organised group will eae con ie penn 
In relation to the sociology of education, Dahrendor st ae eA we 

Willard Waller's analysis of conflict ay the American school in his classic 

4 i eaching’ : Peers 

gi The pees han THe is putting forward a quite a 
form of argument. He is claiming to demonstrate the beanie or 4 class 
Struggle that arises from the organisation of material pro st phe in a 

ciety. Conflict is not to be explained in terms of ER re ae a 

authority and subordination, but in terms of one pris nR o! Pia 

relations that permeates every sphere. Furthermore, whereas Dahrendorf is 
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proclaiming the inevitability of conflict, Marx is maintaining that it can and 
should be eradicated through a change in the mode of production. 

Further reading 

Dahrendorf, R., ‘Class and Class Conflict in an Industrial Society’, Routledge 
& Kegan Paul, 1959. 


Waller, W., ‘The Sociology of Teaching’, John Wiley, 1932. (See Part 1, 
ch. 15) 

Consensus Sociological theories which, like those of Durkheim and Parsons, 
posit the existence of a moral order or a normative order binding the whole 
of society together are often called consensus theories. Contrasts between 
consensus theories and conflict theories tend to hinge on the claim that 
consensus theories leave out of consideration conflicting interests and con- 


flicting sets of values within socie! y that are of fundamental importance. 
Further reading z 


Wrong, D., The Oversocialised Conception of Man in Modern Sociology, 


‘American Sociological Review’, vol. 26, pp. 183-93, 1961. (See Part 1, 
ch, 15) 

Consultants and private organisations Consultancy in business education and 
training has been one of the major growth industries in the UK in the last 
few years. The Industrial Training Act 1964 made large sums of money 
available; and this, coupled with a chronic shortage of experienced and 
skilled trainers, produced a boom. The recession of the late 1960s and early 
1970s applied the usual market constraints, and those firms that have survived 
obviously offer a reasonable product and service. There remains, however, 
a large number of them. The National Training Index lists most of them, 


together with some information on what they have to offer. 
Anyone seeking to select tr 


privately run training centres 
following questions. First 


» What have other 


: the Curriculum, Scotland The Consultative Com- 
mittee (CCC) was established in 1965 to advise the Secretary of State for 
ulum. Reconstituted in 1976, the 
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Contingent statement Contingent statements could be described as those which 
just ‘happen’ to be true. Thus, the term is contrasted with necessary state- 
ments where the statement must be true. Thus ‘cats like fish’ is contingent, 
but ‘a triangle has three sides’ is necessary. 

Further reading 

Hamlyn, D. W., ‘Theory of Knowledge’, Macmillan, 1971. 

Hospers, J., ‘Introduction to Philosophical Analysis’, 2nd ed., Routledge 
& Kegan Paul, 1967. (See Part 1, ch. 13) 

Contribution of education to economic growth A number of attempts to measure 
the contribution of education to economic growth have been made, because 
of the belief that by increasing educational expenditure governments can 
accelerate the process of economic growth. The measurement cannot be 
accurate, since the relationship between education and economic growth is 
a complex one. 

Some of the earliest attempts to analyse the link between educational 
expenditure and economic growth simply involved international comparisons 
of national income, educational expenditure, and the literacy and school 
enrolment rates. Bowman and Anderson (1963) were able to demonstrate 
that there were clear correlations between a country’s level of national 
income per head and its level of literacy or educational expenditure. How- 
ever, the fact that rich countries spend more on education than developing 
countries may be a result of their economic development, rather than the 


cause of it. 


Denison (1962), in a different approach, attempted to measure the con- 


tribution of education to the growth of national income in the USA between 
1910 and 1960. His conclusion that education accounted for about 23 per 
cent of the total increase in national income between those years was widely 
reported. This conclusion rests on a number of questionable assumptions 
about the process of economic growth and the way in which various factors, 
including educational change, interact. When Denison attempted to apply 
his method to various European countries, the results were very unclear. 
Few economists now believe that it is possible to measure precisely the 
contribution of education to economic growth. It is widely accepted, how- 
ever, that there are important links between a country’s educational system 


and its economy. See also production function in connection with this. 
eta a] and Anderson, C.A., Concerning the Role of Education in 
Development, in ‘Old Societies and New States’, Geertz (ed.), reprinted in 
UNESCO Readings in the Economics of Education, UNESCO, Paris, 1968. 
Denison, E. F., ‘The Sources of Economic Growth and the Alternatives 
Before Us’, Committee for Economic Development, New York, 1962. ; 
Denison, E. F., ‘Why Growth Rates Differ: Postwar Experience in Nine 
Western Countries’, Brookings Institution, New York, 1967. (See Part 1, 
ch. 5) 
Convention of Scottish Local Authorities (COSLA) The Secretary of State for 
Scotland is responsible to Parliament for education in Scotland. The regional 
authorities are responsible for the administration of public education. Scot- 
land has in large measure its own legislation covering education. The prin- 
cipal Act from which current practice is derived is the Education (Scotland) 
Act 1972. COSLA draws representatives from each of the education au- 
thorities and is the body with legal responsibility, through its members, for 
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education, subject to a series of regulations laid down by act of Parliament. 
(See Part 1, ch. 7) 7 . : a 
Convergent and divergent thinking Some cognitive tasks, including most in A 
gence test items, require convergent thinking in order to produce a speci T 
correct response based upon the information given. Other cognitive tas : 
require divergent thinking, sometimes loosely equated with creativity, whic 
is best judged in terms of the quantity, variety and originality of the ideas 
produced. Hudson found that boys studying sciences tended to favour a 


convergent style of thought, whilst arts students favoured divergent thought. 
Further reading 


Hudson, L., “Contrary Ima 
Schoolboy’, Methuen, 1966. , 
Hudson, L., ‘Frames of Mind: Ability, Perception and Self-perception in the 
Arts and Sciences’, Methuen, 1968. (See Part 1, ch. 14) , 
Core curriculum The three terms, common curriculum, common core curricu- 


lum and core curriculum, are so frequently used interchangeably that it might 


seem academic to distinguish differing conceptions which can underlie their 
use. But to disinter these conce] 


and beliefs about how schoolin 
culture. Whereas a common curt 
of learning for all Pupils, a ci 
essential minimum of learning 
and choice around it. Whereas a common curriculum tends to emphasise 
syllabuses and time allocations, a common core curriculum, though probably 
stipulating basic standards in readi 


ginations: A Psychological Study of the English 


Ptions may reveal competing assumptions 
g should reflect and influence society and 
riculum usually implies a compulsory pattern 


i and craft and desi s well as orthodox 
academic studies, — 

These interpretations of the core conce 
Priorities until recently. In so far as schooli: 


the most influential view is that the schoo! 


l ‘cores’ of study: in mathematics, 


i iti i i ive 
arts, moral education. es and social studies, express 


See also: disciplines 


of knowledge, culture, i 
areas of experience. ure, ideology, 


curriculum organisation, 
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Further reading 

Department of Education and Science, ‘Curriculum 11-16’, 1977. 
Department of Education and Science, ‘The School Curriculum’, 1981. 
Lawton, T., ‘Class, Culture and Curriculum’, Routledge & Kegan Paul, 
1975. 

Smith, B. O., Stanley, W. and Shore, J. ‘Fundamentals of Curriculum 
Development’, Harcourt Brace & World, 1, 2, 14, 1957. 

Open University, Course E 203, Units 3 and 4, Culture, Ideology and 
Knowledge (M. Skilbeck), Open University Press, Milton Keynes, 1976. 
(See Part 1, ch. 4) 

Correlation Correlation is a method for seeing how two attributes vary together. 
If our two attributes were the ages of a group of children and the weight of 
these children, we would expect the older children to tend to be heavier than 
the younger ones. The extent to which this is true is described by our index 
of correlation. 

There are numerous correlation indices, but the ones that are commonly 
accepted all have a range of values from —1 to +1. An index of +1 in the 
above example would indicate a perfect relationship between both attributes 
such that the older the child the heavier the child, by a proportionate amount. 
This kind of correlation is never achieved in practice, but an index value of 
+1 represents perfect systematic variation between attributes, and an index 
value of zero represents no systematic variation at all. A value of —1 rep- 
resents perfect systematic variation but in reverse. Thus in our example it 
would mean that the older a child the lighter he was. . 

It may therefore be apparent that the index of correlation also gives us 
information about how well we can predict one attribute, given a value on 
the other. With perfect correlation we can predict exactly what value some- 
one will have on a second attribute if we know his score on the first. 

The principle behind the most commonly used correlation index, the 
product moment correlation coefficient, is essentially very simple. It is useful 
to multiply the following two columns of numbers together: 


Individual x 


mMoanw> 
UEwWNe 
Ubwne Wd 


The result of adding the cross products (X times Y) is1+4+9+ 16 + 25 


=55 


If the Y column is now inverted we get: 


Individual xX y 
F 1 
G 2 4 
H 3 3 
I 4 2 
J 5 1 
The sum of the cross products is now fo ; 
5+8+9+8+5=35 gg 
4 g 109 
ij g 
i 4 


We find that, no matter what the order of X and Y, these two values for the 
sum of the cross products give us the maximum and the minimum possible 
values. The product moment correlation coefficient uses this fact but intro- 
duces methods for controlling for the number of cross products (by finding 
the average cross product) and controlling for the absolute size of the values 
concerned (by dividing by a measure of spread, the standard deviation). This 
gives a formula for the coefficient as follows: 
a2xy 
n (S.D,).(S.D,) 
where x = score on one attribute 
Yy =score on other attribute 
Exy = sum of cross products 
n = number of people 
S.D, = standard deviation for x score 
S.D, = standard deviation for y score 
The value of r is now bi 


T 


ounded between +1 and —1. Other measures of 


Further reading 

Crocker, A, Ga 
dation for Educa! 
Guildford, J. P a 
Education’, 2nd ed., ch. 6, 


Ply financial cost; it can be expressed in units 


nalysis requi 
other resources (e.g., learners’ time). In order to estimate financial impli- 


cations it will be necessary to defi 
nas ne clear|: i .g., are 
buildings, rent, furnishi y the assumptions made (e.g 


The errors of 
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Further reading 
Fielden, J. and Pearson, P.K., ‘Costing Educational Practice’, Council for 
Educational Technology, 1978. (See Part 1, ch. 8) 

Cost-benefit analysis The techniques of cost-benefit analysis are used by econ- 
omists to measure and compare the costs and expected monetary benefits of 
an investment in order to provide a measure of its profitability. The recog- 
nition that education is an important form of investment in human capital 
has resulted in a number of attempts to apply cost-benefit analysis to edu- 
cation in order to assess the profitability of expenditure on education, as an 
investment for society as a whole or for the individual student. The American 
economist, Becker (1964), was one of the first to apply cost-benefit analysis 
to education. Psacharopoulos (1973) later reviewed calculations of the costs 
and benefits of education in over 30 countries. 

The way in which most of these cost-benefit studies measure the profita- 
bility of investment in education is by calculating the social or private rate 
of return. This expresses the relationship between the costs of education 
(including the value of pupils’ time, as measured by their forgone earnings, 
as well as direct costs of tuition) and the direct and indirect economic benefits 
of education. 

Direct monetary benefits of education are usually measured by comparison 
between the average lifetime earnings of workers with different levels of 
education. Thus, the extra lifetime earnings of graduates, compared with 
workers with secondary education only, are used as an estimate of the 
economic benefits of higher education, after allowances have been made for 
the influence of other factors, such as ability, or the earnings of graduates. 
See age-earnings profiles for more on this. ; aig 

Ideally, cost-benefit analysis should also take into account the indirect 
‘spill-over’ benefits (see alpha-coefficient) which are not reflected in relative 
earnings. This remains an unsolved problem, and indeed many of the as- 
sumptions of cost-benefit analysis are still matters of controversy and contin- 


uing research. 
Further reading 
Blaug, M., ‘The Rate of Return on 
tain’, The Manchester School, September 1965. l net 
Psacharopoulos, G., ‘Returns to Education: an International Comparison’, 
Elsevier, 1973. (See Part 1, ch. 5) r - 
Cost-effectiveness analysis Cost-effectiveness analysis attempts to measure in 
quantitive, but not monetary terms, the relationship between the cost ofa 
project and its outcome. It differs from cost-benefit analysis, which is con- 
cerned with benefits which can be measured in monetary terms. Cost-effec- 
tiveness analysis has been applied to education in a few studies which 
attempted to measure effectiveness in terms of examination grades, test 
scores, etc. and to relate these measures to the costs of education. Wagner 
(1972), for example, compared the Open University and conventional uni- 
versities in terms of cost-effectiveness analysis, and Layard and Oatey (1973) 
examined the cost-effectiveness of the new media in higher education. ; 
The purpose of such research is to compare different methods of teaching, 
or different types of institution, in terms of the ratio between costs and 
various measures of output, such as examination results. The main problem 
in applying cost-effectiveness analysis to education is to define the objectives 
of education, and measure outcomes in terms of these objectives. 


Investment in Education in Great Bri- 
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in, nae 

a Pon of the Open University, ‘Higher Education’, I, 

2, 1972. ng 
age Oatey, M., The Cost-Effectiveness of the New Media 4 
Higher Education, in ‘British Journal of Educational Technology’, IV, 3, 
pp. 158-76, 1973. (See Part 1, ch. 5) sta 
Costs of education The term ‘cost’ refers to two concepts in economics. The 
first refers to money which is spent to purchase goods or services. In this 
sense the costs of education means the total expenditure by Local Authorities 
and central Government on the provision of education. In 1979-80 this 
amounted to £10,623 million. During the 1960s and 1970s educational ex- 
penditure rose faster than many other forms of Government spending, and 
so education absorbed an increasing share of national income. In 1979-80 
the proportion was over 5 per cent, compared with only 3 per cent in 1950. 

Money spent on education is obviously of great importance, but economists 
find just as important the real resources which money can buy. In the case 
of education, the resources used by schools and universities include time (of 
teachers and non-teaching staff, pupils and students), buildings, equipment, 
books and materials. 

Economists use the term Opportunity costs to refer to real resource costs, 
as opposed to money expenditure. It is not simply the money which is spent 
but the real resources which are devoted to education, rather than to health, 
transport, or manufacturing industry. In many cases, resources can be 
measured in terms of money expenditure; for example, the real resource 


Costs of teachers’ time can be measured by expenditure on teachers’ salaries. 
Where students are concerned, h 


forgone earnings are used to mea: 


England and Wales. Selby-Smith 


A í a n, and Glennerster and Wilson 
(1978) examined expenditure in the independent schools. Fielden and Pear- 
son (1978) show how to estimate the costs 


c of new educational technologies, 
such as teaching machines, 

Further reading 

Vaizey, J. and Sheehan, J., “Resources for Ed 
Cumming, C., ‘Studies in Educational Costs’, 


lucation’, Allen & Unwin, 1968. 
Scottish Academic Press, 1971. 
A British Analysis’, Pergamon, 
Glennerster, H. and Wilson, G., ‘Pa ing for Pri y 

Penguin Press, 1978. ying for Private Schools , Allen Lane, 


- ing Educational Practice’, Council for 
78. (See Part 1, ch. 5) 


Kingdom. The Council operates in an advisory role to other bodies, initiates 
and assists in developmental programmes in the various sectors of education 
and training, supports and conducts innovative activity in new areas of 
educational development. In recent years CET has conducted major pro- 
grammes in computer-assisted learning, the creation of learning materials for 
in-service training in educational technology and the development of 
computer-controlled media cataloguing. 

Much of the work of CET emerges as publication of books, pamphlets 
and audio-visual media. Developmental programmes such as those directed 
towards the improvement of resource organisation may take the form of 
documents designed to stimulate further enquiry and provide support guide- 
lines, CET also publishes the ‘British Journal of Educational Technology’. 
The Council itself is representative of all sectors of education and training 
from all the areas of the United Kingdom, and where appropriate CET 
provides a link to international organisations. (See Part 1, ch. 7) 

Council for National Academic Awards CNAA acts as the controlling board 
for awards given by polytechnics and central institutions and some of the 
courses offered by colleges of education and colleges of further education. In 
order to validate an award the CNAA assessors view the proposed curricu- 
lum, the methods of running a course and the methods of assessment. By 
this method the CNAA can affect the maintenance of standards in further 
and higher education. (See Part 1, ch. 7) P% 

Council of Engineering Institutions This federal body, consisting of 15 chartered 
engineering institutions in the UK, received its royal charter in 1965, with 
the main function of establishing standards of professional engineering qual- 
ifications. The individual institutions are responsible for their own entry 
requirements and may ask for more than the Council requires. The Council 
sets standards to which corporate members of the member institutions must 
conform to be able to use the designation Chartered Engineer (C Eng). By 
and large, entry to C Eng is restricted to graduates in engineering of a British 
university, although CEI still provides an alternative route through its own 
examinati re. 

arain in 1971 approved changes to the charter of CEI to allow 
the creation of the Engineers’ Registration Board (ERB) and eae 
Register, This allows Chartered Engineers, Technician Engineers and En- 

i i i isations making up ERB to be registered 
gineering Technicians of the organisation: g up Et See i 
and use designatory letters. Examples of member inst zi ee ci 
Aeronautical Society, 4 Hamilton Place, London W1V cae edly 
of Chemical Engineers, 165-171 Railway Terrace, seh m AIAR 
Institution of Civil Engineers, 1-7 Great George Street, London i 


(See Part 1, ch. 11) 


Council of Europe Through its Directorate of Education and of Rye ae 
Scientific Affairs the Council of Europe can both draw on and influence t 
educational work in its 20 member nations. The main co-operative an 

ments is the Council for Cultural 


Consultative committee between govern d 
Co-operation, which was established in 1962. On it all the member govern- 


Ments are represented, together with Finland and the gi Diyas the ‘eo 
Sultative and Parliamentary Assemblies of the Council of urope and the 
European Cultural Foundation. The Council’s Education Committee was 
founded in 1949, and sponsors projects, commissions and publications, main- 
tains a documentation centre and issues yearbooks, bibliographies, indices 
and guides to educational literature- (See Part 1, ch. 3) 
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Council of Local Education Authorities With the reduction of the number of 
direct grant schools and with the exception of the independent schools, Local 
Education Authorities are responsible either wholly or in some measure for 
the provision of education for all pupils. They have therefore the most 
significant role in both the day-to-day practical provision and administration 
and in the implementation of DES policy. In England and Wales these Local 
Education Authorities have as their central co-ordinating body the Council 
of Local Education Authorities. Full representation across England and 
Wales is secured by membership from both the Association of County Coun- 
cils and the Association of Metropolitan Authorities. (See Part 1, ch. 7) 

Council of Technical Examining Bodies (CTEB) The CTEB co-ordinates na- 
tional and regional policies and standards for technical examinations. It is an 
sadvisory and consultative body consisting of representatives from the City 
and Guilds of London Institute, and the six regional examining bodies. The 
Department of Education and Science is represented through assessors. The 
Concordat is an agreement between CGLI and the six regional examining 
bodies that regulates their relationship on the courses in which each may 
examine for operatives, craftsmen and technicians. The Concordat states 
that in their own geographic areas the regional examining boards examine 
Operatives’ courses and the lower levels of craftsmen and technicians’ 
courses. CGLI examines at the higher levels in these geographic areas and 
at all levels in England and Wales where there are regional examining bodies. 
All syllabuses issued by the Parties to the Concordat include a statement 

indicating the effects of the agreement on those particular examinations. The 

regional examining bodies are recognised as agents for examinations for 


National Certificate courses. Much of their work is gradually coming under 
the aegis of the Technical Education Council and Business Education Council 
(BEC). 


The CGLI is dee 
identification of educ; 


op n continue to supply administrative and exam- 
ining services, (See Part 1, ch, 11) 


PAE Aass on, such as the National Training Index, or 
publications such as British Quali *. Organisations like the British 
ch. 2). useful sources of information. (See Part 1, 


individual's capabilities and the like 
(See Part 1, ch. 2) 
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Coverdale training The late Ralph Coverdale (whose company continues his 
work) devised a training system whereby trainees perform tasks in groups to 
develop a systematic problem-solving and task-achievement approach. There 
is no special emphasis on inter-personal behaviour and learning results from 
the individual and group experiences. (See Part 1, ch. 12) 

Creativity The criticism of many educational exercises is that learners are 
required to give a correct answer. The expectation of a correct answer leads 
learners to conform. Such learning patterns provide problems for other 
learners who can see all the difficulties in determining or defining such an 
answer, and who can see lots of new ideas. This latter kind of learner is 
exhibiting creative or divergent thinking In recent years there have been 
attempts to measure this creativity by asking learners such questions as ‘Write 
as many different (unusual) uses as you can think of for a tyre’. The con- 
vergent thinker will incline towards uses such as ‘putting on a wheel, to” 
prevent boats bumping into quays’. The divergent or creative thinker will 
include novel uses such as ‘cut into sections to make knee guards for crawling, 
put soil in to have a circle of plants, use sections as rocking cradles for dolls’, 
and so on. This sort of open-ended stimulus can be applied with or without 
time limit. 

The problems which have arisen in measuring creativity are related to the 
diffuse definitions of the concept and to methods of scoring responses. A 
variety of strategies for scoring have been used, but all are laborious. In 
addition it is not clear whether creativity is an innate ability, one that can be 
developed, or one that can be constrained, although some work in the USA 
would confirm this last possibility. 

Further reading : G 
Hudson L., ‘Contrary Imaginations: A Psychological Study of the English 


Schoolboy’, Methuen, 1966. ; ; 
Getzels, J. W. and Jackson P.W., ‘Creativity and Intelligence’, John Wiley, 
1962. (See Part 1, ch. 8) 
Criterion-referenced instruction ( 
and Pipe that uses a detailed s 
be able to do at the end of an e! 


CRI) A learning system developed by Mager 

pecification of what a learner is expected to 

ducation or training programme in order to 
design the appropriate learning content and methods. Most trainers, without 
realising it, use this technique. (See Part 1, ch. 12) 

Criterion-referenced measurement In recent years work has concentrated on 
the use of objectives and measuring whether learners have achieved those 
objectives. In its simplest naive form criterion-referenced measurement as- 
sumes one question or test item for each objective. Eg: 

s will discriminate between countries which were in- 


Objective: Learner: Rie : 
st colonisation was carried out by 


volved in colonising South America (mo: 
Spain) by selection from a list. 

Question: Most of South America was colonised by people from: Britain, 

France, Netherlands, Portugal, Spain. 

The distribution of total marks before learning will be skewed to the bottom 
end of the range and the total marks after learning will be heavily skewed 
to the top end of the range. (Most other educational measurements compare 
One learner with another. Tests are devised to distribute learners’ responses 
into an assumption of a normal distribution.) A modified form of criterion- 
referenced measurement has considered groups of items and groups (or 
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domains) of objectives related together; such measurement is called 
domain-referenced measurement. Both types of criterion-referenced 
measurement have had enthusiastic response from teachers, who see their 
potential as diagnostic assessment procedures. For research workers the 
scene has been less attractive because the available statistical technology has 
been limited. It is now possible, by sampling from the learning criteria, to 
predict performance on a wider sample. In addition a further sample-free 
model has been developed where questions are arranged in a hierarchy and 


only a sample of questions need to be used. This type of question grouping 
is called the Rasch model, after its inventor. 
Further reading 


Popham, W. J., ‘Criterion-Referenced Measurement’, Prentice Hall, 1978. 
Sumner, R. and Robertson, T. S., ‘Criterion-Referenced Measurement and 


Criterion-Referenced Tests’, National Foundation for Educational Research, 
1977 (See Part 1, ch. 8) 


Criterion-referenced test A CRT is.just one name given to a host of tests which 


have in common that their main Purpose is not to measure people relative 
to one another. They are therefore contrasted with norm-referenced tests 


which are constructed in order to produce a reliable rank order of people 
along the attribute. 


Bereday, G. Z. F. ‘Com i 
: , parative i AR 
Rinehart & Winston, 1964 (ae fae R Education’, chs. 1, 2, Holt, 
Cross-disciplinary nature of comparative education This had been a character- 
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istic of recent approaches to comparative education. Earlier studies tended 
to be descriptive rather than analytical and interpretive. They also assumed 
that education was divorced from the rest of society and could be studied, 
as it were, in a vacuum. With the advent of the historical-humanistic school 
during the predictive stage more attention was paid to the factors and forces 
which influenced educational institutions and programmes, although these 
studies were given a particularly historical interpretation. As the attention 
of comparativists was increasingly directed to the methodology of the social 
sciences, so comparative education became more cross-disciplinary in 
approach. 

It is axiomatic that the comparative researcher using such techniques 
should have had a rigorous training in at least one of the social sciences and 
that this parent discipline should be the predominant methodology used in 
his study, so that rigorous academic standards may be maintained. 

Valuable perspectives into the relationship of school and society may be 
provided by the sociologists’, the economists’ and political scientists’ contri- 
bution. Recently comparative studies have been attempted by psychologists, 
and it is hoped that they may be joined in the near future by experts in the 
physical sciences and literature. 

Further reading x 
Bereday, G. Z. F., ‘Comparative Method in Education’, Holt, Rinehart & 


Winston, 1964. ; f 
Fischer, J., ‘The Social Sciences and Comparative Study of Educational 


Systems’, ch. 1, Scranton. (See Part 1, ch. 3) 
Cultural capital Pierre Bourdieu, one of the contributors to ‘Knowledge and 
Control’, considers the conventional distinction between calculating econ- 
omic activity and disinterested cultural activity to be misleading, and argues 
that both alike should be analysed as, in a wide sense of the term, economic 
practices aimed at maximising material and symbolic profit. Capital in the 
sphere of material production gives its owners power over non-owners, and 
so does cultural capital. Both can be inherited. Bourdieu s allied concept of 
linguistic capital connects with Bernstein’s concept of linguistic codes. Mi- 
chael Apple makes extensive use of Bourdieu’s concept of cultural capital in 


‘Ideology and Curriculum’ (1979). 
Further reading 
Apple, M., ‘Ideology an 
Part 1, ch. 15) 

Cultural deprivation The conce 
that some children are unable to 
because of family, ethnic, social 


d Curriculum’, Routledge & Kegan Paul, 1979. (See 


pt of cultural deprivation centres on the claim 
benefit from schooling as much as others 
class and environmental restrictions upon 
their capacity to assimilate the culture of the school. One remedy proposed, 
especially in America, has been compensatory education. There has been 
much controversy not only about the efficacy of this remedy but also about 


the cogency of the basic claim itself. 
Further reading 
Keddie, N. (ed.), ‘Tinker, Tailor . 


Penguin, 1973. (See Part 1, ch. 15) f l 
Cathars Culture Se be defined as the established ways of sharing and regulating 


experience that communities and groups evolve through common forms of 
expression and means of controlling and adapting to their material lives. 
Thus it can be argued that any thinking about curriculum content cannot 
help but incorporate some view of what elements of cultural experience, as 


_. The Myth of Cultural Deprivation’, 
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expressed in a community’s systems of beliefs, values ports enon = 
emphasised. For example, Lawton (1975) has suggested ti a aa 
a ‘common culture curriculum’ should be based on the knowledge ma 
available by the established disciplines. Other writers (Open ee 
1976) see curriculum priorities in relation to a more general peu 
‘cultural mapping’, whereby fundamental forms of experience, inclu ing 
work and leisure, social and political transactions, etc., are delineated: Sim- 
ilarly, Entwistle (1978) recommends analyses of what he calls shared x 
‘mainstream’ culture, as opposed to the ‘high culture’ of the social elite an 
academically-minded which has so far dominated the secondary school 
curriculum. 

The idea of culture can also be used to focus less on the content of the 
curriculum than on the (socio-cultural) processes whereby practical curricu- 
lum decisions are influenced and made. If culture evolves through the values, 
understandings and meanings created, reinforced and reproduced in social 
interaction, the process of curriculum planning should be a form of ‘cultural 
reconstruction’. Hence effective curriculum reform should involve corporate 
action centring on the reinterpretation of the general ideas teachers think 
with and implicitly transmit (see Reynolds and Skilbeck, 1976, chs 2, 8). 
Such thinking can be interpreted as an optimistic, ‘reformist’ view of the 
function of curriculum planning in the wider process of the transmission and 
reproduction of culture. Recent writings in the sociology of curriculum stress 
the ineffectiveness of curriculum change in the face of economic forces and 
embedded assumptions. It is argued that the academic culture into which 
both children and teachers are socialised in school is restrictive and, as such, 
a form of implicit social control (Open University, 1977). See also: core 


curriculum, disciplines of knowledge, ideology, hidden curriculum, school- 
based curriculum development. 


Further reading 


Entwistle, H., ‘Class, Culture and Education,’ Methuen, 1978. 


Lawton, D., “Class, Culture and the Curriculum’, Routledge & Kegan Paul, 
1975. 
Reynolds, J. and Skilbeck, M., ‘Culture and the Classroom’, Open Books, 
1976. 


Open University, ‘Culture, Ideolo 
Course E 203, (M. Skilbeck), Ope: 
Open University, ‘Culture 


ctive technique in buildin stamina. See also: 
part-method (See Part 1, ch, 11) . 
Curriculum Educationalists’ definiti 
in this country at least, from t 


pupils’ learning and are themselves evaluated. Thus a simple way of con- 
sidering the curriculum is to see it in terms of four facets: content, methods, 
purposes, evaluation. 

Within this perspective, therefore, a whole school curriculum is not only 
extremely complex; it is also an idealised entity, for the definition refers to 
what is official and intended. Any school also has a ‘hidden curriculum’, the 
largely unintended effect of its social milieu; while the ‘actual curriculum’, 
whether interpreted as what pupils actually experience or teachers actually 
teach, may differ markedly from what is formally planned. This gap between 
‘curriculum-as-intention’ and ‘curriculum-in-use (or in-transaction)’ under- 
lines the need for a concrete view of the basic things that pupils should do 
and learn at school, an agreed ‘public curriculum’ (Becher and Maclure, 
1978). Many countries have curriculum specifications that embody such a 
view. If not, as in this country, the curriculum-in-use is dominated by how 
pupils’ work is assessed; the older view of curriculum, as course content, 
returns through the back door. The problem is how to make a sophisticated 
overall view of the curriculum effective and meaningful to the public at large. 

Two particular approaches to this problem can be noted. The first is to 
see it as a problem more of research into the teaching of particular courses 
of study than of general planning. A curriculum is seen as a specification of 
content and principles to be investigated within classroom realities (Sten- 
house, 1975). The second approach retains strong concern with the curricu- 
lum as a whole and as intention, for example, as a ‘cultural map’, but aims 
to translate such integrative conceptions into hard-headed analyses of con- 
straints upon teachers and schools, and to link theorising about the curricu- 
lum with long-term social strategies for changing it (Reynolds and Skilbeck, 
1976). See also: hidden curriculum, curriculum organisation, whole curricu- 
lum, curriculum-in-transaction, culture, ideology. 

Further reading 
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clure S., ‘The Politics of Curriculum Change’, ch. 1, 


M., ‘Culture and the Classroom’, chs. 1, 2, 9, 


omy of schools and teachers is profoundly ambiguous. Although bowrilten, 
there is a shared view of the ‘public curriculum’, of basic skills to be taught; 
and teachers generally comply with the informal pressures that headteachers 
and advisers can bring to bear. Conversely, though in theory its governing 
body oversees each school’s curriculum, its members usually feel, as 
amateurs, too ill-informed to question headteachers’ judgments, which in 
turn are severely constrained by the staff available. 

The actuality of control may be interpreted as follows. The nature of 
children and classroom demands that teachers have considerable ‘discretion- 
ary space’ in choice of curriculum emphases. Notwithstanding official cur- 
riculum statements, teachers’ implementation of change is usually cautious 
and incremental in scope rather than radical and comprehensive. In any 
case, the curriculum has to balance a plurality of interests. What seems 
Particularly important is the extent to which broad social pressures on schools 
are mediated through specific processes, such as question-setting by exami- 
nation boards and testing agencies. This conditions the assumptions and 
hidden curriculum within which teachers and pupils work. Hence, though 
curriculum control is real enough, the term has a too mechanistic connota- 
tion. It operates rather through a shifting balance of internal and external 
interests, which shifting balance has major implications for conceptions of 
curriculum change and planning. See also: hidden curriculum 
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Walker, D. F., Curriculum Development in an Art Project, in W. A. Reid 
and D. F. Walker (eds), ‘Case Studies in Curriculum Change’, Routledge 
& Kegan Paul, 1975. (See Part 1, ch. 4) 

Curriculum design A curriculum design is a set of abstract relationships em- 
bodied in the materials and learning activities of a course in use. It is the 
way that the critical variables of subject matter, pupils, teacher, and milieu 
are brought together. Thus the process of curriculum design is distinct from 
the broader social process, extending over time, of curriculum planning. The 
feasibility and educative potential of a finished curriculum design can be 
rationally analysed, but its formulation or synthesis is an art. (See Part 1, 
ch. 4) 

Curriculum evaluation Curriculum evaluation is the gathering and analysis of 
evidence so as to inform judgments in relation to the qualities of courses of 
study. The particular framing of this definition brings out what is common 
to both homespun in-school evaluations and professionalised approaches, 
which now range from intensive anthropological-type case studies to analyses 
of curriculum data from possibly hundreds of schools. The definition also 
enables refinement of popular conceptions of evaluation, which may conflate 
it with assessment, the testing of pupils to rank or select them, or may restrict 
it to the comparison of measures of pupil performance with explicit curricu- 
lum objectives, as in the Tyler or ‘classic’ model of evaluation. But what 
distinguishes curriculum evaluation from the impressionistic, informal ap- 
Praisals that teachers have always made in steering their work, is that it 
entails as critical and systematic a concern for evidence as is appropriate to 
the particular decisions to be guided and the resources (of time, money, etc.) 
available. NE. : A 
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Further reading $ 
Stenhouse, L. ‘An Introduction to Curriculum Research and Development’, 
ch. 8, Heinemann, 1975. k 
Open University, ‘Curriculum Evaluation’ (D. Jenkins), Units 19-21 of 
Course E 203, Open University Press, 1976. (See Part 1, ch. 4) 

Curriculum-in-transaction Accumulating evidence of the ineffective implemen- 
tation of curriculum policies and programmes has led to sharper analyses of 
the transactions prior to or within teacher/pupil interactions. There is much 
horse trading and impression management which is unacknowledged by 
traditional curriculum models. Recent case studies and illuminative evalu- 
ation expose some of the neglected logic of transactions in decisions, and the 
‘coping strategies’ by which teachers balance progressive aims and mainte- 
nance of classroom control. (See Part 1, ch. 4) 

Curriculum organisation Though curriculum organisation often means the man- 
agement of timetables, staff deployment, etc., its commoner reference in the 
curriculum literature is to basic organisation of teaching/learning tasks: to 
the general principles by which it is decided to organise the curriculum in 
one way rather than another. For example, the curriculum can be structured 
by any, or several, of the following organising principles or concepts; disci- 
plines of knowledge or subjects; pupils’ activities and interests; problem- 
solving; themes; areas of experience; core curriculum. Ideally, the organis- 
ation should be such that learning activities reinforce one another. Their 
vertical organisation over time should ensure continuity and sequence; their 
horizontal organisation should foster integration of experience from one type 
of activity across to another. Traditional subject-centred organisation is well 
Suited to the former but badly suited to the latter. (See Part 1, ch. 4) 

Curriculum planning model Curriculum planning is a complex social process 
which requires several types and levels of decision-making. The need to 
discuss and co-ordinate the process requires the use of models to represent 
its key aspects, though these representations inevitably simplify many aspects 
|e cinder ha model of decision-making in general, the 
apio je Sak Sa ER e discloses rationality assumptions » that is, 
example, about subject are a Eana geet Lette or 
(schools and classrooms) and a nes ee bia “ay tea ae 
managed have many acer ake Fan ee one ee Sieg 
ning model, or Tyler Gigck or example, the rational-deductive plan- 
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EOE problematic in the ‘task environment’. The model 
pplied at all levels of decision-making; for instance, to rationalise 
and explain the work of develo y 


s omic development. 
Alternatively, the rational-interactive model sees rationalit 


velopment; or recognition that the crucial phase in curriculum development 
is the implementation of plans, hence mutual adaptation between planners 
and curriculum users. 

A third planning modei, the ‘disciplines model’, emphasises the rationality 
of teachers themselves planning the curriculum when guided by systematic 
consideration of the relevance of philosophical knowledge (to issues of 
worthwhile knowledge, etc), of sociology (to tighten arguments on social 
trends, etc), and of psychology (to inform judgments about sequences of 
content, etc) (Lawton, 1973). A fourth or non-planning model is that in 
which teachers’ intuitive judgments within individual classrooms are the main 
form of decision-making, with little attempt either to specify objectives, or 
to formalise the exchange of views, or intellectual analysis. 

These four emphases represent ‘ideal types’ rather than models of actual 
curriculum planning. Much planning has aspects of all four; but to distinguish 
them is to be better equipped to analyse the variable appropriateness of 
planning practices. Their rationality assumptions affect so many interests 
that we need to be aware how ways of processing information may reflect 
the social positions or ideologies of those who regulate curriculum planning. 
See also: school-based curriculum development; curriculum deliberation; 
styles of curriculum development; curriculum control; ideology; knowledge 
utilisation; implementation. 

Further reading 
Becher, T. and Maclure, S., ‘The Politics of Curriculum Change’, ch. 2, 
Hutchinson, 1978. 
Skilbeck, M., School-based Curriculum Development, in J. Walton and J. 
Wetton (eds.), ‘Rational Curriculum Planning’, especially pp. 157-8, Ward 
Lock, 1976. Hee 
Lawton, D., ‘Social Change, Educational Theory and Curriculum Planning’, 
University of London Press, 1973. (See Part 1, ch. 4) S aa 
Curriculum process The curriculum process includes all the experiences within 
an educational environment, both planned and unplanned, which have an 
impact upon the learning and personal development of each individual stu- 
dent. The conscious, planned aspect of the curriculum process has been 
called the intentional curriculum. The unplanned aspect, such as the effects 
of streaming, has been called the unintentional curriculum; these unexpected 
consequences often follow from the implementation of the intentional 
curriculum. 

There are four interrelated eleme 

decisions must be made about the aim 


institution is trying to achieve. These lea ecisii 
about suitable course content must be made to ensure that the objectives 


can be achieved. Work in the area of concept formation and attainment, 
language and thought and different theories of learning all have a significant 
contribution to make to the decision-making at this stage. Once the course 
content has been determined the third stage comes, when teaching methods 
appropriate to the organisation and presentation of the content must be 
selected and used. These methods will determine the educational experiences 
that the students will undergo- These experiences are a product of the 
interaction between what is taught, how it is presented and the way in which 
the students learn. Studies of motivation, attention and perception, person- 
ality, cognitive style and social aspects of learning all have guidance to offer 
at this stage. Once the teaching-learning process has taken place the fourth 


nts to the curriculum process. First, 
s and objectives that the educational 
d to the second stage, when decisions 
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stage is reached. Evaluation, using the various techniques of educational 
assessment, is necessary in order to establish whether the objectives have 
been achieved, so that the findings can be taken into account in future 
decision-making about objectives, content and teaching methods. See also: 
learning, retention and recall; social aspects of learning; educational assess- 
ment; educational objectives; streaming; Bloom's taxonomy. 

Further reading 


Golby, M. et al., ‘Curriculum Design’, Croom Helm for Open University, 
1975. (See Part 1, ch. 14) 


Data Data is the plural form of the word ‘datum’. A datum results from the 
reduction of information to a single recorded unit. Thus ‘John is 10 years 
old’ can be reduced to age, sex or both depending on what is of interest. 
The collection and recording of data requires that we are able to classify into 
meaningful and mutually exclusive categories. Our data can then be ex- 
pressed numerically by counting the numbers in each category. 

Data collection is therefore the process of allocating to categories and 
counting, and such data are then usually presented as a data matrix. This 
matrix can have any number of dimensions but for simplicity the two di- 
mensional matrix will be represented here. This is a common enough situa- 
tion in educational measurement where a group of persons are asked to 


complete a group of items (i.e., a test) which can be scored as right or wrong. 
The following would be our data matrix: 


Item 1 2 3 
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person 2 


person 3 
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If our assumption of uni-dimensionality is not correct our data will be 
misrepresented in the one-dimensional matrix, and so there must be methods 
for checking dimensionality whenever a matrix is reduced. Such checks can 
be carried out using correlation methods such as: standard item analysis, 
factor analysis, or other methods such as item characteristic curve (ICC) 
analysis. 


Further reading 
Guilford, J. P. and Fruchter, B., ‘Fundamental Statistics in Psychology and 


Education’, ch. 2, 6th ed., McGraw-Hill, 1978. (See Part 1, ch. 6) 

Data bank This is a central collection of data held available for use. The term 
is often used in connection with a store of data available via a computer 
network. (See Part 1, ch. 9) 

Data processing/information services This rapidly expanding work sector de- 
mands abilities of logical thought, stamina, speed and accuracy in repetitive 
operations through to a very high level of systems thinking. There are many 
means of preparation for jobs in the field. (See Part 1, ch. 2) 

Day release Employers release employees without loss of basic pay for further 
education, usually in colleges of further education and technical colleges. 
Most employers pay employees’ fees, providing the course is appropriate to 
the employees’ job. The DES recommends that all young employees (16-18 
years old) are given day release. Many industrial apprenticeship schemes use 
this system. (See Part 1, ch. 2) 

Deductive reasoning A piece of reasoning is deductively valid if the conclusion 
follows necessarily from the premises. A deductive argument makes explicit 
in the conclusion what is implicit in the premises. 
deny the conclusion would therefore result in a co} 


inductive reasoning. (See Part 1, ch. 13) : 
Degrees: advanced: post-graduate and post-experience First-degree graduates, 


it is often evident, require further study in a specialised area of job perform- 
ance if they are to be really effective in an organisation. For example, the 
increasing complexity of manufacturing machinery requires a much higher 
level of engineering expertise than can be had from a first-degree course. 
Thus, many graduates in business or management subjects now proceed to 


Post-graduate study. 
Where this is an entirely new fiel 


To assert the premises and 
ntradiction, See also 


d, the post-graduate course can be re- 
garded as a second first-degree. Most of these ‘higher degree’ courses are 
for Master's qualification (MA, MSc, MBA, etc.) increasingly available from 
business schools or the business/management departments/centres of univer- 
sities (such as the Cranfield School of Management). Most of these courses 
(from one to two years) include a rigorous classroom programme together 
with dissertations or theses based on research study. Some courses at this 
level are called diplomas, but they are generally less demanding academically 
and tend to concentrate on a narrower range of study. 

Doctoral degrees (PhD, D Litt, DSc, etc.) area further award stage. They 
are at the peak of the structure of academic awards in the UK and require 
at least two years’ more study after a Master s degree. They consist usually 
of a closely supervised research study with the presentation and often pub- 
lication of a thesis. Since management in particular does not yet have a body 
of knowledge as a separate subject area, many doctoral courses in manage- 
ment also include a proportion of classroom studies of academic subjects, 
Particularly in economics and its associated disciplines. This class work is 


examined. 
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Many of the specialist functions in organisations, especially in areas like 
corporate planning, are now filled by people with advanced degrees in busi- 
ness and management. It has been said that the present structure of advanced 
degrees in business in the UK produces very well trained advisors but very 
few true managers. There have been attempts (such as the Engineering 
Industry Training Board’s fellowship scheme for manufacturing manage- 
ment) to correct this. (See Part 1, ch. 12) 

Degree in business and management Degrees are awarded to students who 
successfully complete an examined course of study or who submit research 
theses to the standards required by the regulations of the university or other 
body concerned. The demand for degree recognition has become so great in 
the UK that the Council for National Academic Awards was created to 
enable non-universities to award degrees at, it is said, university standards. 
CNAA degrees are approved by the appropriate advisory committee, whilst 
each university is responsible for maintaining its own degree standards with 
the assistance of external examiners. 

First degrees are at the bachelor level (BA, BSc, etc.) achieved after three 
or four years’ study, usually covering more than one subject but with some 
taken at an honours level. The most common in business or management 
studies is the BA CNAA degree run at many polytechnics. Most of these 
Studies are run on a sandwich-course principle requiring an extended period 
(three to twelve months) of industrial experience during the course. Many 
courses now include a large measure of project work of a consultancy kind 
with local organisations. These first degrees are no guarantee of practical 
competence but are sound evidence of the ability to pursue a disciplined 
effort over an extended period. They also indicate a sufficient theoretical 


grasp of elements of management to enable the graduate to contribute to 
solving organisational problems. 


oo universities now offer similar courses. It is worth pointing out that 
a University of London has offered for many years its courses leading to 
ae and BSc (Com). Others now follow where London leads. Entry 


: ary considerably. Many courses offer elective subjects that help 
entry to a professional association or institution. 
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Delinquency Three major influences have been identified which may lead juv- 
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Further reading 
Wilkins, L. T., Juvenile Delin ur : iti i 

Theam. in Enaco kea ency: a Critical Review of Research and 
Child, D. (ed.), ‘Readings in Ps i 
& Winston, 1977. (See Part 1, cl 

Demand for education Economists use t ‘ 
tionship between the price of a com: = Cee in tke relee 


of economic analysis is the demand function which is used to analyse the 
relationship between demand and supply and the price of goods and services. 
According to classical economic theory, the price of goods determines the 
level of both demand and supply. ` 

Economists therefore emphasise that demand for education is dependent 
on the ‘price’ that is charged, including the level of fees and the forgone 
earnings of pupils and students who continue their education. The demand 
for higher education by individual students is measured by the number of 
qualified school-leavers who choose to enter higher education; economists 
have tried to analyse trends in private or individual demand for higher 
education by means of a demand function. This relates the number of 
students who wish to enrol in colleges or universities to various factors which 
determine the level of demand. One of these factors is the ‘price’ of edu- 
cation: Other factors are also important, including the extent to which a 
university education will influence the future employment and earnings, etc. 

The level of private demand for higher education is occasionally referred 
to as ‘social demand’, and most non-economists use the term ‘demand for 
education’ without any reference to price. Similarly, the term ‘demand for 
manpower’ is used to refer to the number of highly qualified workers who 
will be employed in the future, and forecasts of student numbers or man- 
power requirements are often concerned with numbers of students or num- 
bers of skilled workers without any reference to ‘price’. One of the central 
themes, however, of the economics of education is that demand for education 
is partly determined by ‘price’. 


Further reading S 
Open University, ‘Economics and Education Policy’, Course ED 322, Block 


1, ‘The Planning of Higher Education: The Private Demand’, Open Univer- 
sity Press, Milton Keynes. (See Part 1, ch. 5) : ' 

Demand function A demand function is a statement of the relationship between 
the quantity of a product which consumers are willing to purchase, and the 
factors which determine the level of demand, notably Price. A demand 
function for higher education identifies the factors which determine the 
number of qualified school-leavers who choose to enrol in higher education. 
These factors include the ‘price’ of education, that is, the costs which the 


individual must bear, such as fees, and forgone earnings, taking into account 
s. Other factors which determine the level 


Jude employment prospects for graduates, 
tes, compared with those who 


the average value of student grant 
of demand for higher education inc 
and the expected lifetime earnings of gradua 


leave school at 16 or 18. (See Part 1, ch. 5) lade = 
Democratic evaluation Inasmuch as curriculum evaluation informs decisions 


about educational practice, the evaluator cannot avoid adopting some stance 
towards how his work is to be used; and to.the intimate relationship between 
access to information and location of power over the curriculum. Thus 
democratic evaluation stresses the rights of parents, teachers, pupils, etc., 
not just the initiators of an evaluation, to its findings, and in forms which 
the former will find understandable and suggestive. But assertion of this 
Principle may make teachers and administrators reluctant to disclose infor- 
mation and views unless the democratic evaluator negotiates his intentions 
With all those his report may affect, anticipating sensitive issues of confiden- 
tiality, This ideal derives much of its appeal from its contrast with other 
tendencies: bureaucratic evaluation, in which methods and findings are or- 
iented to the requirements of the government agencies which control re- 
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sources: or autocratic evaluation, in which curriculum enquiry may be 
externally financed but steered by the values and esoteric language of the 
academic research community (MacDonald, 1976). 

These distinctions have arguable applicability to this country, where there 
are few professional evaluators, and curriculum power is diffuse and ambigu- 
ous, unlike countries such as Sweden or the USA. But the concept of 
democratic evaluation helps to heighten consciousness of the sense in which 
any involvement in curriculum development entails social relationships which 
are amenable to ideological or political analysis. See also: curriculum evalu- 


ation, illuminative evaluation, ideology, curriculum control, politics of the 
curriculum. 


Further reading 


MacDonald, B., Evaluation and the Control of Education, in D. Tawney 
(ed.), ‘Curriculum Evaluation Today’, Macmillan, 1976. 

Lawton, D., ‘The Politics of the School Curriculum’, ch. 7, Routledge & 
Kegan Paul, 1980. (See Part 1, ch. 4) 

Department of Education for Northern Ireland Though responsible to the West- 
minster Parliament, Northern Ireland has a much clearer separation of or- 
ganisation and administration than does the Welsh Education Office from 
the Department of Education and Science. The Northern Ireland Depart- 
ment is divided into a number of divisons, namely: Finance Division; Schools 
I Division, which deals with school building, school development, primary 
school administration, special education administration and special education 
policy; Primary schools policy and nursery schools; Schools II Division, 
responsible for secondary intermediate schools administration, grammar 
schools administration and finance, transfer procedure, secondary schools 
Policy and schools management; Higher Education and Teacher Training 
Division; Professional Educational Development Division; Departmental 
and Area Boards Division; Teachers’ Salaries and Conditions of Service 


ric gle ha i Division; Sports and Community Divisions; 
» Arts and Libraries, Museums and Legislation: 

S ; urse an 
Inspectorate Division. gi on; and of co 


In addition to this wide range of responsibilities grouped under the De- 
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Establishments and Organisation, Legal, Pensions, Schools (three branches), 
Planning and Research, Statistics Branch, Teachers’ Branch (Salaries and 
Qualifications), Teachers’ Branch (Supply and Training), Science and Inter- 
national Relations, and the Advisory Board for the Research Councils. H. 
M. Inspectorate are considered as a branch, but, as in the normal pattern of 
Civil Service organisation, provide professional ‘specialist’ input to the 
administrative branches. 

The schools, nursery (for children below formal school age), primary, 
middle (operated by some LEAs) and secondary are run directly by the 
Local Education Authorities. In addition the LEAs run colleges of further 
education, most of the colleges of education, colleges or institutes of higher 
education and polytechnics. The DES has, in co-operation with particular 
industries, established a number of national colleges, most of which have 
now been amalgamated with universities or polytechnics. (See Part 1, ch. 1) 

Deschooling The main name associated with deschooling is that of Ivan Illich. 
Illich argues that in Western society the threefold role of the teacher as 
custodian, preacher and therapist makes him an all too potent agent of social 
control. Through the hidden curriculum contained in the very structure of 
schooling, consumer-pupils are led to adopt the pernicious values of a con- 
sumer society. Liberation from this control could, Illich suggests, be achieved 
through the disestablishment of schools and their replacement by non-ma- 
nipulative learning webs consisting of skill exchanges, a peer-matching net- 
work, and reference services to educational objects and educators. 

The movement is interesting principally because it centres on points such 
as freedom and compulsion, indoctrination, and the responsibility of the state 
in education. Although the deschooling movement is regarded as very radical, 
many of its arguments are to be found in nineteenth-century liberalism. 


Further readin 
Illich, I., eendi Society’, Calder & Boyars, 1971. (See Part 1, chs. 13 


and 15 7 f 
AA Determinism is the theory that everything in the universe is 
controlled by causal laws. It is these causal laws which “determine” what will 
happen. Once an event A has happened, it can be predicted that another 
event, B, will also occur. It is this assumption which has pencoutrages the 
development of physical science. But what of the social sciences? Can the 
same assumptions be made there, and if so what are the implicationsior the 
Notion that man has free will or that he can behave with autonomy? There 
are, of course, people who do not object to seeing themselves. ag creatures 
Of their environment, but on the whole most people prefer to think that they 


have some degree of autonomy. 
How then can the social sciences ae 
assumption of free will and autonomy: 


d determination be squared with the 
There are several possible answers: 


1 The social sciences, like other sciences, rely on observation. They are 
only observing what people do - they are not observing what people are 
‘forced’ š 

2 All “a : po by causation is that one event, A, precedes another, B. 

This idea of A actually causing B is a relic ot anthropomorphism. 
3 The proposition ‘every event must have a cause does not apply to human 
beings, who are motivated not by causes but by reasons. i 

4 Unless there were patterns in human behaviour one could not sensibly 

talk of being autonomous at all. As a human being one must know 
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what actions to do in order to bring about the desired end. Determinism 
is therefore essential for choice of actions. 


Other writers have denied the appropriateness of the social sciences’ 
adopting the causal model of the physical sciences, and believe other models 
should be sought. See also: metaphysics; empirical and empiricism. 

Further reading k 
Hume, D., ‘Treatise of Human Nature’, Bk. 1, P. III (1739-40) edited by 
L. A. Selby-Bigge, revised by R. H. Nidditch, 2nd ed., Oxford University 
Press, 1978. 

Mill, J. S., ‘A System of Logic’ (1843), vols 7 and 8, ed. J. M. Robson, 
Routledge & Kegan Paul, 1974. (See Part 1, ch. 13) 

Diagnosis Diagnosis is the process of determining the nature of a problem. In 
education the problem is often to do with low attainment, and diagnostic tests 
attempt to measure the various aspects of the area concerned to determine 
whether any basic skills are particularly weak. This would then be linked to 
some remedial or corrective action. It is not always the case, however, that 
diagnosis combines both description and prescription. Some so-called diag- 
nostic tests are entirely descriptive. (See Part 1, ch. 6) 

Diagnostic branching This self-instruction (or teach yourself) system presents 
the trainee with alternative answers amongst which he must choose. Wrong 
choice identifies lack of understanding and therefore directs the trainee to 
an appropriate part of the programme. Then the original problem is put 
again. It is a particularly useful way of overcoming the training problems of 
people who are unwilling to admit publicly that they do not understand what 
they are supposed to learn. (See Part 1, ch. 11) 

Difficulty This is the opposite of the term facility. An item with a facility of 10 
per cent or 0.1 would have a difficulty of 90 per cent or 0.9. The facility 
value of 0.1 is the proportion getting the item right. The difficulty value of 
0.9 is the proportion getting the item wrong. (See Part 1, ch. 6) 

Diffusion of curriculum innovation Curriculum development involves innova- 
tion, that is, planned, deliberate changes of practice, rather than spontaneous 
change or casual initiatives. Thus diffusion of curriculum innovation is the 
Process by which changes to the curriculum get adopted by teachers over 
pg Process is more problematic than it seems, reflected in 

ween ‘diffusion’ and ‘dissemination’; whereas the former 


refers to the way in which curriculum ideas, textbooks, etc. actually spread, 
sometimes unintendedly, 


$ n ) the latter refers to deliberate attempts, perhaps 
ineffective, to communicate and distribute them. Thought about curriculum 


dissemination tends to assume that innovations (for example, integrated 


science) exist fully realised prior to diffusion, and thus that the task is to 
‘move’ innovations, seen as ‘products’, 


E a from a centre to dispersed adopters. 
But though this implicit model fits some innovation processes (for example, 
agricultural innovation-or sales of educational hardware) most curriculum 
development requires teachers to incorporate new skills and knowledge into 
their practice within school milieux where incentives to change are low, but 
professional isolation and risks to self-esteem are high. In short, diffusion of 
EE eee depends amichi upon the social relationships involved 
p ee maasin of information. Thus informal ‘personal 
contact networks’ and official or unofficial ‘change agents’ have key influ- 
ences (House, 1974). y 
In theory three modes of diffusion of curriculum innovation are possible: 
from centre to periphery, where dissemination is by a single (government) 
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agency; from periphery to periphery, through localised and adaptable sec- 
ondary centres, for example, teachers’ groups; or embodied in social move- 
ments, like the women’s movement or environmental concern, which, though 
lacking stable centres or messages, may be more pervasive and potent 
(Schon, 1971). Ideally, curriculum development should entail all three modes 
of diffusion. See also: knowledge utilisation, strategies of curriculum change, 
styles of curriculum development, implementation. 


Further reading 
House, E., ‘The Politics of Educational Innovation’, McCutchan, 1974. 


MacDonald, B, and Walker, R., ‘Changing the Curriculum’, Open Books, 
1976. 
Schon, D., ‘Beyond the Stable State’, Penguin, 1971. (See Part 1, ch. 4) 

Diploma in Management Studies (DMS) The DMS is the major national award 
of its kind. It was formerly run by the Department of Education and Science 
but in 1976 became a responsibility of the Council for National Academic 
Awards. Candidates must normally possess a degree from a British univer- 
sity, a Higher National Certificate with endorsement, a Higher National 
Diploma, a suitable grade of membership from a professional institution or 
association approved for DMS entry, or an equivalent qualification. It is 
possible but exceptional for a candidate aged more than 27 with at least four 
years’ management or administrative experience to gain entry. The DMS in 
its early years was accessible under the experienced manager regulation to 
a large number of otherwise unqualified people, but with the alleged rise in 
academic standards this appears now to be much more difficult. f 

Courses are available throughout the country on a bewildering variety of 
bases, from three years’ part-time through day release, half-day and evening, 
or evening only, to six months’ full-time study. There are two parts. Part 1 
deals with the role of management, behavioural studies, environmental stud- 
ies, and quantitative studies. Part II covers human behaviour, operational 
studies, more on quantitative methods, project work and an elective subject 
(such as retail management, personnel management, and so on). Principles 
and practices of management are included throughout the course, as are 
human aspects, leadership, decision-making, and so on. Me. f 
Where the course is intensely practical and uses teachers with industrial 

experience it appears to be beneficial. Unfortunately, as has been mentioned 
elsewhere, there is no accepted body of knowledge called management, so 
the tendency is to use specialised subject teachers for each as of a 
DMS programme. The course attempts to deal with this by inclu rie a 
subject area called integrative studies. The course 1s ayame in a large 
number of further education colleges, polytechnics, and regional ian PA 
centres. In Scotland the Diploma is administered by the Scottish Joint om- 
mittee for Diplomas in Management Studies, 8 George Street, Edinburgh, 
EH2 2PF. (See Part 1, ch. 12) i 

Directed private study This is the basis on which correspondence courses (and 
other forms of distance learning) work. However, many organisations have 
their own internal service using the technique, Whereby learning materials 
are made available to individuals. with a support system run jointly by the 
education and training department and the individual s boss. Such systems 
offer considerable advantages. such as = eal and are therefore 
becomi i d. (See Part 1, ch. 

Direct nt aa aa under the 1944 Act these schools were 
independent of the LEAs but not entirely detached from them. As their 
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implies, they were financed. in part at least, by a grant direct pat 

P A ate based mainly upon the number of pupils on roll. In 
E s was 176. The great majority were grammar 
the total number of these schools was TI g E nee 
schools selecting pupils on the basis of ability. In return for 4 e gra Hal 
had to make a quarter of their places available without charge ig R wie 
had spent at least two years in maintained primary schools. The Ak A 
be selected by the school or by the LEA on the basis of its ig A hag 
procedures, the places being paid for by the LEA. In aonig e Ehen r 
the power to reserve at a direct grant school up to a further 25 as s 
the places if it needed to increase its provision of secondary pala! p se 
the area, these fees again being payable by the LEA: The allocation o ths 
remaining places was determined by the school, and the fees paid privately: 

In 1975 the Government announced that as part of its policy of imple- 
menting comprehensive secondary education, direct grant schools would he 
phased out. No grant would be payable in respect of pupils admitted aner 
July 1976 unless the Governors had declared their intention of eing 
maintained sector as a non-selective school, it being open to them to see 
voluntary status as either aided or controlled schools. Alternatively, they 
might decide to become independent schools. In fact 119 former direct grant 
schools became independent and 57 (all but three of them Roman Catholic 
schools) opted to joint the maintained sector. (See Part 1, ch. 1) A 

Direct training services These are provided by the Training Services Division 
of the Manpower Services Commission to organisations with particular train- 
ing needs they cannot meet from their own resources, or where they need 
specialist help unobtainable elsewhere. (See Part 1, ch. 11) 

Disciplines of knowledge In its everday sense discipline is activity guided by 
submission to rules, The same general conception underlies the idea of a 
discipline of knowledge. On the surface it refers to a body or domain of 
knowledge where precision of meaning and depth of analysis are achieved 
by the use of distinctive concepts. More basically, a discipline, such as 
history, philosophy or physics, can be seen as activity committed to the 
refinement or extension of knowledge in accordance with conventions about 
how intellectual enquiry should be conducted and its outcomes evaluated. In 
some disciplines scientific methodologies are inappropriate. Nonetheless, 


Thus the disciplines as such have a dual significance for the curriculum. 


» disinterested Strivin 
ion’ (Hirst, 1974). 
emphases in the cl: 


5 assification of disciplines and 
ole curriculum. Ge 


t i ography and engineering, for 
instance, may be termed ‘fields because they take concepts from several 
ise their greater logical complexity. Cog- 


nate disciplines, such as history and social sciences, may be seen in whole 
curriculum planning as parts of a more general ‘form of knowledge’, the 
human sciences. Hirst’s delineation of seven such fundamental ‘forms of 
knowledge’ is much disputed, though the idea of disciplines is widely 
accepted as a viewpoint from which to revitalise existing subject-based cur- 
ricula (for example, Holt, 1978). There is a danger, however, that the more 
central concept of disciplined activity be ‘colonised’ by academic interests, 
with the implication that practical pursuits which promote craftsmanship, 
social competencies, etc. are marginal to the curriculum (Open University 
1976, pp. 79-82). See also: structure, core curriculum, areas of experience, 
curriculum organisation, culture. 
Further reading 
Hirst, P., ‘Knowledge and the Curriculum’, Routledge & Kegan Paul, 1974. 
Holt, M., ‘The Common Curriculum: its Structure and Style in the Compre- 
hensive School’, Routledge & Kegan Paul, 1978. 
Schwan, J. J. (1964) Structure of the Disciplines: Meanings and Significances, 
in M. Golby, ‘Curriculum Design’, pp. 249-67, Croom Helm, 1964. 
Open University, ‘Culture, Ideology and Knowledge’, Units 3 and 4 of 
Course E 203, Open University Press (M. Skilbeck), 1976. (See Part 1, ch. 4) 
Discovery learning (discovery method) This method of learning is designed to 
allow the learner to achieve his own understanding of the subject by means 
of successfully solving a carefully structured sequence of problems. It pro- 
ceeds from examples to principles, rather than vice versa, which is the 
expository method. Its major advantage is that it tends to be participative 
rather than passive, so the learner achieves a feeling of ownership of the 
knowledge ‘discovered’. (See Part 1, ch. 12) i 
Discrimination Discrimination requires that there is an observable difference 
between individuals or groups. In everyday usage the term has a meaning 
which requires that the observable difference(s) is used as the basis for 
making decisions more favourable to one individual or group than the other. 
In educational measurement, however, the term is used to describe how well 
certain measures can emphasise the specific differences in which we are 
interested. This is quantified by using an index of discrimination. 

There are many possible indices of discrimination. All, however, are 
concerned with the differences between people on a defined dimension. Thus 
if we have a test of ability the discrimination index will be high for those 
items which best separate those with high ability from those with low ability. 
On ability tests we can say that those with high ability are the high poten 
The discrimination index for any item in such a test could therefore be the 
numerical value obtained by subtracting the number of low scorers who = 
an item right from the number of high scorers who get the item right. I A 
many low scorers as high scorers get the item right our discrimination wi 
be zero, since the item is not separating the high scorers from the low scorers. 

Such an index has severe limitations and so the most commonly used 
indices of discrimination are derived from statistical methods and usually 
involve a correlation coefficient between an item and a measure of the 
dimensi i e Part 1, 

oe ee S covers education and training (indeed, any form 
Of learning) in which tutor and pupil are not in the same Place. Correspon- 
dence courses are the most obvious examples, and it is possible to obtain a 
very wide range of skills and qualifications in this way. The Open University 
is Probably the UK’s leader in the technique of distance learning, although 


ch. 6) 
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it is in a relatively favoured position because it uses BBC TV and radio. It 
also provides summer schools to support the system. A development of 
distance learning, open learning, is providing opportunities for those ex- 
cluded from traditional systems. Such exclusion could arise from administrat- 
ive, educational, psychological or social reasons. This system is centred on 
the student’s needs and therefore each programme is an attempt to give 
individually bası d instruction. 

Distance learning has progressed dramatically in the last few years, from 
the traditional home study materials (textbooks, exercises with a marking 
feedback) to the use of home experimental kits, television, radio, cassette 
kits and new microprocessors and other forms of computer learning. It is 
expected that the advent of very cheap, very small electronic computers will 
revolutionise home study, and experiments are already showing how effective 
such methods can be. However, the old practical problems of student mo- 
tivation remain to be solved. Further information can be had from: The 


Cound for Educational Technology, 3 Devonshire Street, London WIN 
2BA; 01-580 7553. 


Further reading 
Holmberg, B., ‘Distance Education: A Survey and Bibliography’, Kogan 
Page, 1977. (See Part 1, ch. 12) 

Distractor A number of options are presented to a testee as the possible right 
answer to each item in a multiple-choice test. Only one option is correct. The 
other options are called distractors, since they are intended to be plausible 
answers unless the person has confidence in his choice of the correct answer. 
(See Part 1, ch. 6) 

Distribution Numerical data are available to us in two main forms. There are 
the type we are familiar with from the physical sciences which represent 
points on a scale of measurement. These give us what are known as ‘metric 
values’. The other type are more familiar from the social sciences and involve 
number counts of certain attributes or number counts of different levels of 
the same attribute, and these give us frequency values. We can obtain 


frequency values of anything wi atego! us a biologisi 
ig we can cate; . Th biol t may see 
q) gorise. S gi 


rent kinds of insect visit certain fi 
plants, or a road traffic 
Get ay check how many cars, lorries, vans and motor-bikes pass a 
iia o ee lights every day. The result is a distribution and this can 
Presented pictorially using a histogram as shown in the diagram. 


No. of vehicles | 
passing per day 250 


Lorries Vans Motor-bikes 
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The result is quite obviously a visual representation of numerical data 
giving us information about the frequency of occurrence of the different 
vehicles. However, the classification of vehicles has not been done on any 
scale of measurement. There is no way we can say that a motor-bike is ‘more 
than’ or ‘less than’ a car. On the whole a motor-bike is less heavy than a car 
but this is not always so. Alternatively a motor-bike is not always less 
powerful than a car. They are not quantitatively different on an acceptable 
and consistent attribute. They are qualitatively different. The significance of 
this can be appreciated by rearranging the order of presentation of the data 
in the histogram. This is quite acceptable and does not alter our interpret- 
ations of the data. This would not, however, be acceptable for a distribution 
based on a quantitative classification. For example, a histogram showing the 
number of children at different heights has a certain logical order of pres- 
entation which cannot be violated without changing the clarity of the picture 
being presented. 

There are numerous kinds of distri 
and the differences between them are impo 
out a statistical analysis of the data. 


Further reading 
Guildford, J. P. and Fruchter, B., “Fundamental Statistics in Psychology and 


Education’, ch. 3, 6th ed., McGraw-Hill, 1978. (See Part 1, ch. 6) 
Divergent thinking A style of thinking which produces new or unusual ideas. 
The idea of divergent thinking is usually associated closely with creativity. 
Much learning design conflicts in expectation with divergent thinkers, be- 
cause there is an expectation of agreed style or correct answer. See also: 
convergent thinking. 
Domain The everyday usage of the w 


bution based on quantitative categories, 
rtant to understand when carrying 


ord refers to an area of land or territory 
which has clear boundaries. In educational measurement the term refers to 
an area of educational interest which is also defined and bounded. Ideally 
we would have clear boundaries about which there would be little disagree- 
ment as to what behaviours fall within the domain. However, educational 
domains are not always like that. As usual, ‘intelligence’ is a good example 
of a domain where the boundaries are not clearly defined, whereas addition 
of whole numbers is a clear domain with clear rules for deciding whether 
something belongs to the domain or not. ; ; 
Specification of the domain is an important first stage in developing tests 
since it enables the test constructor to judge the suitability of the items. A 
well-defined domain will also contain rules for generating all the possible 
items, although it would usually be wasteful to do so. Once the domain is 
defined, measurement of it usually relies on a test which is made from a 
sample of the possible items which have been selected to represent the total 


daat 
“Even in those areas where the domain cannot be clearly defined, itis often 
useful to view a test as being a sample from a domain since it helps in 
considering the issues of precision and validity of measurement. 
Further reading 
Bloom, B. S. et al., 
ning’, ch. 2, McGraw-Hill, 1 
Domain referenced measureme! 


‘Handbook of Formative Evaluation of Student Lear- 


971. (See Part 1, ch. 6) 
nt Because problems have arisen in showing a 


one-to-one relationship between test items and objectives, clumps of items 
are related to clumps (or domains) of objectives. (See Part 1, ch. 8) 
Durkheimian sociology The French sociologist, Emile Durkheim, whose works 
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belong to the end of the last century and the beginning of this, sees man as 
having a double nature. He has an individual being centred upon egoistic 
desires, and a social being that participates in a higher life, the intellectual 
and moral order of society. Socialisation for Durkheim is the process whereby 
each egoistic young child comes to develop a distinct social being: it thus 
takes in the entire sphere of social existence. 

Durkheim defines education as a methodical socialisation of the young, 
presenting two aspects. First, it fosters in them the special beliefs and values 
appropriate to the particular milieux in which they will be called upon to 
act. Secondly, it fosters in them the common beliefs and values appropriate 
for all members of society. Above all, though, the goal of socialisation is 
that of making each individual a moral being. The voice of society is the 
voice of moral authority, an authority that is absolute and sacred. Durkheim's 
emphasis, in so far as he is a sociologist of education, is therefore upon 
education as moral education, and upon the teacher's authority as having its 
source in the authority of society. Where socialisation fails to achieve its 
goal, the result is a condition of anomie, or lack of moral regulation. 

Parsons converted Durkheim's concept of the moral order of society into 
the structural-functionalist concept of the normative patterns of culture; and 
it is mainly through the grid of structural-functionalism that Durkheim's 
thought has influenced the sociology of education. There are exceptions, 
however, and, amongst sociologists of education in Britain, it is Basil Bern- 
stein whose work most clearly shows the direct influence of Durkheim, 


Particularly in its development of Durkheim's concepts of mechanical and 
organic solidarity. 


Further reading 
Giddens, A., ‘Durkheim’, Harvester Press, 1978. 


Lukes, S., ‘Emile Durkheim: His Lif i 
SE ARAT is Life and Work’, Allen Lane, 1973. (See 


Ecological approach This involves selecting the methods appropriate to the 


i A 
purpose of the study, and the co-operation of the scholar and administrator 


on issues of policy formulati i i i i 
erat, y lation guided by considerations of the ecological 


Further reading 


King, E. J., ‘Other Sch $ i 
a t ei and Ours’, Holt, Rinehart & Winston, 4th ed., 
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lower than if the publisher produces a small number of highly specialised 
books. 

There have been a number of attempts to discover whether there are 
economies of scale in education. Cummings (1971) showed that expenditure 
per pupil was related to the size of school in Scotland, and Laidlow and 
Layard (1974) demonstrated that economies of scale are significant in the 
Open University. In general, however, there does not seem to be a simple, 
clear-cut relationship between average costs and school size, and it is often 
difficult to measure the effects of variations in class or school size on the 
quality of education. The concept of economies of scale is, therefore, relevant 
to education, but research in this area has so far produced fairly ambiguous 
results. (See Part 1, ch. 5) 

Economists’ contribution Economists are likely to further our comparative 
investigation of relationships like those between wealth/poverty and educa- 
tion; manpower planning and labour activities; methods of production and 
schooling, etc. (See Part 1, ch. 3) 

Education Education has in most societies two principal roles: that of passing 

on knowledge from one generation to the next, and that of providing people 
m to analyse, diagnose and thus question. 


with skills that enable the! q 
The use of education to pass On knowledge has led in the UK to a 
particular structure. It is by and large accepted that there are certain general 


areas of knowledge and skills everyone should have. Included in these are 
literacy and numeracy. Beyond that, the sum of human knowledge is so vast 
that specialisation is necessary- In most societies, the knowledge that is 
taught in education includes the teaching of generally accepted value systems. 
This is particularly true of moral codes; certainly for children, such teaching 
is an integral part of the education structure. 

Since, however, education also works on skills, we find that the process 
involves teaching people to think analytically. This leads to questioning of 
what is being taught and the ways in which it is taught. From this there 
develops a whole attitude of education, and possibly even to society at large, 
whereby all is questionable and very little is certain. It is not possible to 
educate a person and then deny the right to question. This produces a great 
deal of social tension about the role of education, encourages political in- 
tervention and stimulates intense debate between educators and the provi- 


ders of resources. ; 
From these views of education, it is necessary for our purposes to derive 
a definition, It is suggested that education is a process of learning aimed $ 
equipping people with knowledge and skills. These are tobe enough to ER 
people sufficiently well so as to enable them to live satisfactori ly, con 3 p 
to learn and pursue a career. Business education deals with these oa ed 
knowledge and skills needed for a career in an organisation. ona uca i 
in general and business education in particular increased emphasis is nox 
placed on linguistic, analytic and diagnostic skills. Social skills do not perhaps 
receive as much attention. (See Part 1, ch. 2) 
concept of education has received 
considerable attention and has helped to spell out some of the qualities that 
might be demanded of an educational system. How does education differ 
from training and what are the criteria for describing someone as an educated 
person? Peters believes that some of the distinctive qualities tor education 
could be appointed by examining the way In which the words ‘educate’ and 


Tracing the logical geography of the 
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‘education’ functioned in various contexts. Education, unlike training, is not 
concerned with the transmission of any particular skills. It is ‘inseparable 
from talk of what is worthwhile, but with the additional notion written into 
it that what is worthwhile has been transmitted into a morally unobjection- 
able manner’. Thus though education does not point to a particular activity, 
certain activities would have a better chance of possessing the criteria of 
education. What are these criteria? The conditions of ‘being educated’ are 
summarised by Peters as being the central requirement of the concept: 


1 Education implies the transmission of what is worthwhile. 

2 Education involves knowledge and understanding and cognitive perspec- 
tive. Educational knowledge — Peters suggested — is ‘propositional’. 

3 The process of education rules out any kind of coercion. It is for this 
reason that sleep learning might be excluded from the concept. 


See also: growth, moulding. 

Further reading 

Archambault, R. D., ‘Philosophical Analysis and Education’, Routledge & 

Kegan Paul, 1965. 

Peters, R. S., ‘The Concept of Education’, Routledge & Kegan Paul, 1967. 

Peters, R. S., ‘Ethics and Education’, Allen & Unwin, 1966. 

Warnock, M., ‘Schools of Thought’, Faber. 1977. (See Part 1, ch. 13) 
Education Act 1902 In 1900 school boards with higher-grade schools, the new 

county and county borough councils providing technical education, the Board 

of Agriculture, the Charity Commissioners, and the Science and Art De- 

partment were all involved in secondary education. The opportunity to 

reform this muddle was provided by Mr Cockerton, a local government 

district auditor, who surcharged the London School Board for providing 

science and art teaching in its schools. The London School Board, in common 

with other large boards, had taken advantage of the failure of the Elementary 


Education Act 1870 to define elementary education and expanded its activi- 
ties into the secondary field. 


The 1902 Act abolished the sch 
ool å t 
borough councils res ol boards and made county and county 


education: ‘Thegame eae for the provision of secondary and technical 
boroughs and urban dist rorities, with the exception of the larger non-county 
pe einer, sap within their boundaries (the Part III authorities) 
religious societies) fall icy education as well. The voluntary schools (see 
that aroused bit eir maintenance costs met from the rates, a provision 

"ter nonconformist opposition and rent strikes in some areas, 


but whi i 

UES wan Standards in rural areas. Nonconformists, how- 
eae advantage. Local Educati iti ow 

open training colleges, As these were En cation Authorities could n 


a i : f 
lost the near monopoly i z sectarian, the established Churc! 
Further reading pound Previously enjoyed in this field. 
Eaglesham, E., ‘From Scho 
Ata ol B rap 
M Paul, 1956. (See Part 1 is to Local Authority’, Routledge & 
‘ducational i a 
field of education hes atch 2 large range of journals in the 
of research. As a resulta ny cult to locate papers relating to a specific area 


mber of i i s: 
system produces abstracts or abstracting systems exist. The abstracting 


o the styles of different abstracting systems vary. The larger abstracting 

ystems produce a thesaurus of synonyms. 

Abstracting systems usually have author indices. Recent developments use 
computer data systems. In this way not only can the monthly abstracts be 
consulted, but by using the appropriate key words all papers from, say, the 
last five years can be located interactively at a terminal. The original system 
using this computer base was ERIC (Educational Resources Information 
Center) in the USA. Other systems are now being developed in Europe. In 
the UK there is the British Education Index. The contents of current journals 
can be found in a non-computer system in the appropriate section of Current 
Contents, made up of the contents pages of new journal issues which have 
appeared that week. (See Part 1, ch. 8). 

Educational/academic courses: applications For degree level courses: at univer- 
sities, through University Central Council for Admissions, P. O. Box 28, 
Cheltenham, Glos; Cheltenham 59091; at polytechnics: to the appropriate 
pO emie For other courses: to the appropriate institution. (See Part 1, 
ch. 2). 


Educational assessment The process of assessment plays a central role in edu- 


cation. The main emphasis in educational assessment is on the student and 
his learning progress. Information obtained through assessment is used in 
making a whole range of educational decisions. Assessment provides the 
teacher with the means of evaluating the extent to which his teaching methods 
are enabling him to achieve his educational objectives with his students. It 
also provides the student, other teachers, parents and, on occasions, €m- 
ployers with an estimate of the student's attainment and educational strengths 
and weaknesses. The range of assessment procedures and methods is now 
very extensive and includes standardised tests of achievement and aptitude, 
simple and multiple-choice objective tests, as well as tests suitable for measur- 
ing complex achievement through essay-type answers, projects, vivas and 
tests of practical ability. 

Most aptitude tests, designed to pre 
activity, and achievement tests, designe 
in some past learning activity, are inte 
formance. They are concerned with hi 
when he is motivated to give of his best. 
designed to measure interests, attitudes and asp! 
ment, attempt to assess the student’s typical behaviour. 
ment procedures can be interprete 
approach describes the performance 
relationship to the performance of others in so} 


solve verbal reasoning problems better than 80 per cent Of ‘ 
The criterion-referenced approach compares the individual’s performance 


with some performance standard (he can take shorthand dictation at 90 
words per minute without error). See also: intelligence, vocational develop- 
ment and guidance, curriculum process, mental testing, intelligence quotient, 


validity and reliability, objective test. 

Further reading ion i ing’ 

Gronlund, N. E., ‘Measurement and Evaluation in Teaching’ 3rd ed., 

Collier-Macmillan, 1976- 

Rowntree, D., ‘Assessing 

& Row, 1977. (See Part 1, 
Educational borrowing The expa 


dict success in some future learning 
d to indicate level of success achieved 
nded as measures of maximum per- 
ow well the individual can perform 
Other tests, for example those 
ects of personal-social adjust- 
The result of assess- 


d in two basic ways. The norm-referenced 
erms of its 


of an individual on a test in ti 
me known group (¢.g., can 
per cent of his age group). 


Students: How Shall We Know Them?’ Harper 


ch. 14) 
nsion of the national systems of elementary 
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education during the nineteenth century created a need to devise the most 
effective schools programmes. A number of educational administrators, 
many of them exceptional men, visited foreign schools to see at first hand 
what their colleagues were doing. They were interested in all aspects of 
teacher training, the organisation and financing of schools and the curricu- 
lum. Amongst these was Leo Tolstoy. In the USA Calvin Stowe, Barnard, 
and Mann, in Britain Kay, Arnold, Morant and Sadler, and in France. 
Cousins, visited foreign schools and wrote extensively about their impres- 
sions. The ‘movement’ was not solely reliant on individual efforts. For 
example, in 1867, Horace Mann in the USA established the Bureau of 
Education. In France the Musée Pedagogique was set up in 1879, and in 
Britain during 1895 the Office for Special Inquiries and Reports was estab- 
lished and presided over by Sadler. 

All the institutions mentioned above became national agencies for the 
collection and dissemination of information about education, The reports 
mentioned earlier were designed to promote in certain aspects reform of the 
educational system in the writer's own country. The studies tended to be 
uncritical, descriptive, highly selective and, with the possible exception of 
Arnold and Sadler, ignored the normative, institutional and environmental 
influences on the schools. The penalties for uncritical borrowing from foreign 


educational Practices may be severe, as has been demonstrated by the 
Chinese experience. 


Further reading 


aep S. E. and Brickman, W. W. (ed.), ‘A History of International and 
er Sena Education: Nineteenth Century Documents’, Foresman, 1968. 
olmes, B., ‘Problems in Education: a Comparative Approach’, pp. 5-18 


oo of reports on p. 310. Routledge & Kegan Paul. 1965. (See Part 


Educational communicati i 
ion The i 
communications model of Shannon a 


, although origi i i 
S e gh originally applied to the development of electrical 


pplied to human and educational co icati 
s nb mmunication. In essence 
this model is illustrated in the diagram 


NOISE 


| 


. INPUT —+ CHANNEL ———» OUTPUT 
FEEDBACK 


Educational input 
between society a a ae described in terms of a communication 
its knowledge, skills sha vidual. Society is concerned with transmitting 
k = and standards to the coming generation to 

at soci í 

ites a this, the learner is central and has 
; Eaa ich in the formal educational process 
materials. isual media and a range of resource 
The ‘channe!’ of co icati 

mmunication should 

accurately. ‘Noi . Ould convey the m nt 
aA y- ‘Noise’ in the system is one foes saa essage to the stude 
Output received by the student; ich can hinder this. 


a 'S not always that intended by the 


teacher who has designed the input. What is received will vary, depending 
on a number of factors, including the student's previous knowledge of a 
subject. Feedback is an important factor which enables the teacher to modify 
the input depending on the student response. 

Further reading 

Berlo, D. K., ‘The Process of Communication: an Introduction to Theory 
and Practice’, Holt Rinehart & Winston, 1960. 

Hills, P. J., ‘Teaching and Learning as a Communication Process’, Croom 
Helm, 1979. (See Part 1, ch. 9) 

Educational Disadvantage Unit (EDU) The EDU, a unit in the DES, was 
established to consider the special problems and needs of the educationally 
disadvantaged learner at all levels of education, especially those in immigrant 
populations. The Unit sets out to influence the use of resources to assist 
those who are identified as being educationally disadvantaged. In establishing 
criteria for this, assistance is given to the Assessment of Performance Unit. 


(See Part 1, ch. 7) 
Educational evaluation 

cational research and educational evalua 

truth and evaluation for worth. Although the distinction may be useful in 


other disciplines, the boundaries are too blurred in education. Educational 
evaluation usually refers to research carried out in relation to curricula or 
institutions which enable educational or administrative decisions to be made 
on the basis of the report. The styles of evaluation can be heavily biased 
towards the collection of quantitative data on a large scale, leading to the 
use of statistical procedures such as factor analysis and cluster analysis. On 
the other hand, the information may be largely subjective based on inter- 
views, observation and questionnaires (see illuminative evaluation). Evalu- 
ation data can be collected whilst a curriculum is developing to enable the 
developers to make decisions about their strategies. In addition data may be 
collected after the development is complete (e.g. curriculum analysis) to 
inform prospective purchasers, teachers and administrators about the per- 
formance of the materials in a real situation. In the American context 
educational evaluation is also used to describe the collection of data and 
information about individuals in order to make decisions on their needs and 
progress. Data and information collection for this purpose Is not usually 
included under evaluation in the United Kingdom, where it would be called 
assessment. There is some confusion in the literature about the terms evalu- 


ation and assessment. 

Further reading , 

Popham, W. J., ‘Education Evaluation’, Prentice Hall, 1975. mi 
Hamilton, D. et al., ‘Beyond the Numbers Game: A Reader in Educational 


Evaluation’, Macmillan, 1977. (See Part 1, ch. 8) i 
Educational Foundation for Visual Aids EFVA, a non-profit-making body, 


produces learning resources and operates both the National ANE 
Aids Library and the National Audio-Visual Aids Centre through whic 
courses are run. Supply and maintenance of audio-visual equipment is carried 
out through eleven regional centres in England and Wales. (See Part 1, 


ch. 7). E ‘ 
i fy, in as much detail as poss- 

Educat jectives A teacher must first identify, 
ie ence as is to be learned by his students. The broad statement of 
what is to be learned represents his aims for the course, the fine detail of 
what is to be learned represen s educational objectives. Once his aims 


A naive and simple discrimination made between edu- 
tion is that research is looking for 


ts hi 
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and objectives are established he can plan his teaching sequence; and once 
this has been carried out he will use various appropriate forms of educational 
assessment to evaluate whether his objectives have been achieved. This is a 
significant part of the curriculum process. 

There is a considerable difference of opinion about how objectives should 
be stated. Mager maintains that objectives should be written by identifying 
as precisely as possible the new behaviour the learner should be able to 
produce after the learning experience. Only clearly defined behavioural 
objectives permit efficient course evaluation. Behavioural objectives are 
expressed in terms of what the learner will be able to do as a result of his 
learning. Behavioural objectives can easily be written for some subjects, 
where, for example, the student should be able to list or state facts or carry 
out a routine process. It is less easy to identify behavioural objectives for 
more open-ended and creative activities, such as carrying out historical 
research or writing a play. With some subjects it seems unhelpful and un- 
realistic to state more than the outline of the main course objectives. Bloom 
has attempted, with only Partial success, to produce a taxonomy of educa- 
tional objectives. See also: Curriculum Process, Bloom's taxonomy. 

Further reading 


Beard, R. M., ‘Teaching and Learning in Higher Education’, 3rd ed., Pen- 
guin, 1976. 


Golby, M. et al., ‘Curriculum Design’, Croom Helm for Open University, 
1975. (See Part 1, ch. 14) 


Educational planning Because of the heavy involvement of governments in the 


finance and provision of education throughout the world, there is an obvious 
need for educational planning: to attempt systematically to forecast numbers 
of pupils, students and teachers, as well as the level of educational expen- 
diture, and to allocate resources efficiently between different levels of edu- 


Sa Educational planning is not new, but literature on educational 
planning has proliferated enormousl: 
has been 


expenditure. 
Further reading 
Blaug, M., Approaches to E 
LXXVII, No. 306, June 1967. 
Lauwerys, J. A. and Bereda; ‘ 
Yearbook of Education’, Evans i aoe 
Educational Television Association 


ducational Planning, in ‘Economic Journal’, 


lucational Planning: World 
967. (See Part 1, ch. 5) Š 


An agency for bringing together those who 
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work with or are interested in educational television and other educational 
media. The association publishes the ‘Journal of Educational Television’. 
(See Part 1, ch. 7) 

Education and training techniques There is now a bewildering array of tech- 
niques and methods available for management studies. This entry can do no 
more than introduce a proposed classification from which the reader can 
identify those of interest to pursue in more depth. Further short entries 
expand some of the terms herein mentioned. 

The most useful way of classifying the various learning techniques is by 
means of the major schools of thought on organisations, because by and 
large what managers are taught reflects the basic assumptions the teachers 
(and trainers) have about the work that managers do. The scientific school 
of management, as exemplified by the work of men such as Taylor, Fayol, 
Urwick and Treck, leads to assumptions that if only managers could learn 
the appropriate scientific skills and knowledge, they could manage effec- 
tively. Probably the most advanced educational technique deriving from this 
assumption is the case study. This assumes that the detailed study of other 
men’s mistakes and successes is a satisfactory foundation for avoiding the 
one and achieving the other. The Tavistock School has produced the theory 
known as the socio-technical system. From this has come a series of learning 
techniques on groups. There is no doubt that learning in groups produces 
considerable benefits to the individual members; whether this translates into 
effective action in the work-place remains debatable. z 

During the 1960s Burns and Stalker and Woodward developed the contin- 
gency theory, which holds that all depends on the situation. From this has 
emerged the situational theory of management learning, whereby it is agreed 
that managers learn by having to manage the situation, even if they have 
never encountered it before. This leads further to the idea that there are 
certain managerial skills of analysis and synthesis applicable to any situation. 

There are probably no absolutes in any of these, and contemporary think- 
ing has moved towards a mixture. There are some things best learned 
through, say, case studies, an understanding of self may be achieved — 
group techniques like the 7-groups, and activity learning may well Reh 
with some people at some time. All that the careful trainer will re F a 
the organisation, the manager, the task and the relationships invo! ve se 
careful analysis before any decision can be reached on the right way in w! a 
to teach an individual what he is to do and how he is to do it; and he avoids 


Panacea. (See Part 1, ch. 12) 


i i ion is of two kinds: 
Educati ty spending on education is of 
1 ee enorme rpenditure. Capital expenditure relates 


Capital expenditure and revenue © j A 
largely to the purchase of assets which will be of use r : ee 

isiti ilding and equipping © Ayen 
the acquisition of land, the buildi. ey laxeely from loans, so that effectively 


Expenditure of this sort is financed ve! Zan 
the cost is spread over the number of years during which the asset is in use. 


Before a Local Authority raises loans, however, it needs the consent of the 


appropriate Government department, anda variety of controls exists which 
virtually ensures that the overall volume of capital expenditure is kept within 


i iament. , b 
ones ee is concerned with annually rosie i ng 
and wages, capitation expenses, repair and maintenance of we eye aed 
ing, lighting, cleaning, €tc- Enormous sums of money are involve a t e 
education service accounts for about 60 per cent of all Local Authority 
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spi e three sources of income w] Vi ecessary 
nding hich provide the finance n 

[3 . The th f 

to meet these costs are the user, the taxpayer and the ratepayer 


eals, 
(i) The user: certain ‘services’ are charged for. e Eee 
evening class fees, hire of premises, etc. Only a very 
E a a ma A Authority financs is 
e eae ote which currently account for over 60 CS 
total net expenditure. There are certain specific grants mare 
datory awards, urban aid schemes, etc. — but the bulk o Giant Seis 
contribution is distributed through the. Rate Support Sees pe 
block grants which are in aid of rates generally rather = ae 
cifically aimed at particular services or particular facets of a 3 pe hae 
(iii) The ratepayer: the balance of costs is met from rates, ak Sie 
levied by rating authorities which is based on the value of p ea see 
within their area and is calculated so as to equate with Local Aut na tax- 
total net requirements after taking aam of the users’ and t 
ayers’ contributions. (See Part 1, ch. ; 

aigal aca workers They are on the staff of the Chief Education omet 
(exceptionally, on the staff of the Social Services Department) ea 
formerly known as Education Welfare Officers. They are in linear a 
from the old school attendance officer, although the job has Oe hee 
considerably since those days. A major role is still to ensure that cl mec 
are attending school; and in addition to help children and families who a 
assistance, which involves liaison with health and social services departme 
and other caring agencies. (See Part 1, ch. 1) 

Education youchers The term‘ 
of a specific monetary valu 
State or private schools. Th 
USA and in Britain by P, 
Instead of receiving all thei: 
schools would receive the 


education voucher’ refers to a coupon or voucher 
e which could be used to purchase education in 
is idea has been advocated by economists in the 
eacock and Wiseman (1964) and West (1965). 
funds directly from Local Education Authorities, 

m through vouchers given to parents to pam 
education for their child at the school of their choice. Central or loca 
government would then provide funds for that school to the value of the 
voucher. 


Advocates of vouchers 
schools, encourage diver: 
schools more responsive 
would be socially divisiv, ging richer parents to ‘top-up’ the value 
of the voucher to send their chi n to schools charging higher fees. Accord- 
ing to West and some Ameri 
lem would be to give lower-income families vouchers of higher value, or 
forbid ‘topping-up’. Cle 
in fact, a series of pro 
different schemes, 

In the school district of Alum Rock, California, vouchers were used experi- 
mentally for a few years to finance elementary schools. The experiment 
demonstrated that, although vouchers for education are feasible, they do 
Present a number of problems. 

Further reading 
Peacock, A. ard Wiseman, J., ‘Education for Democrats’, Institute for 
Economic Affairs, 1964. 


argue that it would 
sity, 


144 


West, E. G., ‘Education and the State’, Institute for Economic Affairs, 
London, 1965. (See Part 1, ch. 5) 

Efficiency This term refers to the relationship between outputs and inputs. It 
may refer to either economic efficiency or technical efficiency. A process is 
described as technically efficient if it produces the maximum output from a 
given combination of inputs; this relationship between outputs and inputs is 
dependent upon the production function which the process uses. It will be 
economically efficient if it produces the output at the lowest possible cost. 
This is dependent on the relative price of the different factors of production. 

Both these concepts are relevant to education. One of the objectives of 
government economic policy is to ensure that resources are allocated effi- 
ciently; resources must be allocated in such a way as to produce the maximum 
benefits for society, at the lowest cost. Techniques such as cost-benefit or 
cost-effectiveness analysis are used. Even if such techniques are not used, 
the economics of education suggests that decisions about the allocation of 
resources should be based on some assessment of the economic efficiency of 
alternative policies. : 

At the level of the individual school or university the concept of technical 
efficiency is relevant. For example, what effect would expenditure on teach- 
ers rather than on books have on the quality of education provided? A few 
attempts have been made to study the relationship in universities between 
Outputs and inputs, but little has been done at school level to oe 
technical efficiency because of the problem of defining and measuring outpu 


and quality of education. 
Further reading 


inden, K. G., ‘Efficiency in Universities: the La Paz Papers’, Elsevier, 
74. 


í ies’ 972. (See 
Bottomley, J. A. et al., ‘Costs and Potential Economies , OECD, 1972. ( 
art 1, ch 5) P 
k : i nguage forms 
Elaborated and restricted codes Bernstein suggests that different tanguase ne 
arc used according, to social class and that pe a ‘An elaborated 
User organises and responds to experience an a R eae 
: À ; CAME, si 
code’ with accurate grammatical and symtactical SUTRAS WW pi oo 2 
tences that convey their meaning with precision is used almost EAR 
the middle classes. A ‘restricted code’ with grammatically simple, ma ue 
sentences with a poor syntactical structure is used by both working 


middle-class people. 


Further reading Eu 
Lawton, D., ‘Social Class, Language and Education’, Routledge & Kegan 
Paul, 1968. (See Part 1, ch. 14) cx nee 


Elementary Education Act 1870 Forster, the architect of this 

dual rattan in elementary education by building a state recta wig oye 
the existing voluntary one (see religious societies). ee joards se 

up in those districts where the Education Department foun eons oe 
of school places. School boards had the power to levy a Lie ra ols, 
and require children to attend school (see compulsory schoo <i ies 
Boards consisting of five to fifteen members were elected annual ly. School 
board elections transferred the sectarian struggle from Westminster to the 
provinces. The winning party influenced not only the ron of religious in- 
struction, within certain limits, to be given in the board s schools, but could 
also safeguard its denominational interests through its control over local 
Policy. It was, for example, in the Anglican interest to boost the numbers in 
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church schools by restricting the building of new board schools. The boards 
of the major cities were able to use their superior financial resources to 
provide a wide range of facilities for their schools. Their achievements made 
a sharp contrast with those of the poverty-stricken rural boards, whose 
members often had little interest in, if they did not openly oppose, the 
education of the agricultural labourer’s children. The Education Act 1902 
swept away more than 2,500 school boards, ranging in size from the London 
School Board, whose boundaries were coterminous with those of the present 
Inner London Education Authority, to rural boards serving a population of 
under a hundred. (See Part 1, ch. 10) 

Eleven-plus examination This is an examination used by LEAs which have a 
selective secondary school system, on the basis of which children are allo- 
cated either to grammar schools or secondary modern schools. Now (1980) 
it is used only in those areas which have retained grammar schools. Children 
sit the examination in the school year in which they attain the age of eleven. 
Each LEA is responsible for its own examination, but it is usual to have 
tests in English and in arithmetic and to set an intelligence test. Most 
Authorities also refer to a pupil’s primary school record. The percentage of 
Pupils qualifying for grammar schools used to vary from one LEA to another, 
and was usually in the range 20-30 per cent. (See Part 1, ch. 1) 

Emotive Some words not only describe, but are used so as to raise particular 
emotional attitudes to what is being described; e.g., ‘I am firm. You are 
Pig-headed.” Some philosophers would maintain that concepts in ethics are 
of this nature. Educational discourse provides many examples of terms which 


a eae emotive and part descriptive. Indoctrination and ‘educated’ are of 
is type. 


Further reading 
aen A. J., ‘Language, Truth and Logic’, Gollancz, 2nd ed., 1946. 
ae L., ‘Ethics and Language’. Yale University Press, 1944. 
oe N qami Language of Morals’, Oxford University Press, 1952. 
a 7. D., ‘Modern Moral Philosophy’, Macmillan, 1970. (See Part 1, 
Empirical and empiricism Th 
quently in philoso; 
i.e. from Sense-perception, or 


knowledge, and mathematical tr 
i uths ie 
observation. But empiricism (i.e., th E E ee andino! Bi 
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by sense-perception) was given practical vindication by the success of physical 
science. Empirical statements, therefore, must be justified by appeal to 
observation. How much observation, or how many tests, are needed for the 
establishment of an empirical statement is an important principle of meth- 
odology in sociology and psychology The educationalist is concerned with 
distinguishing genuine empirical statements from prescriptions and value 
judgments. See also: theory, rationalism. 
Further reading 
Locke, J., ‘An Essay Concerning Human Understanding’, ed. P. H. Nid- 
ditch, Oxford University Press, 1975. 
Ayer, A. J., ‘The Foundations of Empirical Knowledge’, Macmillan, 1940. 
Hamlyn, D. W., ‘Theory of Knowledge’, Macmillan, 1971. (See Part 1, 
ch. 13) 

Empirical approach This envisages a ‘scientific’ approach, involving problem 
identification, hypothesis formulation, defining indicators and concepts, 
selecting cases, collecting and manipulation and interpretation. 


Further reading 
Noah, H. J. and Eckstein, M. A., ‘Towards a Science of Comparative 


Education’, Macmillan, 1969. (See Part 1, ch. 3) 

Endowed school The term ‘endowed school’ indicated not the level of teaching 
available but how the school was financed. Thus an endowed schoo! could 
be one teaching only Latin and Greek grammar, one offering the three Rs 
to poor children, or one offering a mix of subjects. When Nicholas Carlisle 
published his ‘Concise Description of the Endowed Grammar Schools in 
England and Wales’ (1818) he found that many schools in small market 
towns had abandoned the teaching of the classics because local business men 
and farmers saw little point in providing such an education for their sons. 

A Royal Commission to survey educational charities appointed in 1819 
helped to persuade many schools to bestir themselves during the course of 
its investigations extending over the next generation. Nevertheless the Taun- 
ton Commission (1864-7), which included girls’ schools within its brief, 
uncovered many scandals. Five hundred and fifty of the 782 grammar schools 
inspected sent no boys at all to university; only 40 sent three a year. The 
Teport was instrumental in the passing of the Endowed Schools Act 1869 
which set up the Endowed Schools Commission, whose work was transferred 
to the Charity Commissioners in 1874. By 1895 only 546 of the 1,448 schools 


that came within the scope of the 1869 Act had been left untouched by these 
f the smaller schools still faced 


reforming agencies. Despite this many 0! s 
financial difficulties and competition from the higher-grade schools of iG 
school boards and private commercial schools. The Education Act 1902 
offered them the chance of a financial stability that they had previously 
lacked. 


Further readin 4 x K 

Archer, R. E eoni Education in the Nineteenth Century’, Cambridge 

University Press, 1928; reprinted Frank Cass, 1966. f 

Tompson, R. S., ‘Classics or Charity? The Dilemma of the Eighteenth- 

Century Grammar School’, Manchester University Press, 1971. 

Crook Z. and Simon B., ‘Private Schools in Leicester and the County, 1789- 

1840’; Brit Simon B., Local Grammar Schools, 1780-1880, in B. Simon (ed.), 
‘Educa ten in Leicestershire, 1540-1940’, Leicester University Press, 1968. 
(See Part 1, ch.10) Pe il nat 

Entry requirements for professional institutions and associations These vary 
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considerably, depending on the status aspired to by a particular professional 
institution or association. Generally, at the highest (or most restrictive) levels 
a degree of a British or equivalent university is required, and at the lowest 
(or least restrictive) the ability and willingness to pay an annual subscription. 
(See Part 1, ch. 2) 

Equality The desire for greater equality has been one of the motivating forces 
of educational thought and practice. But the concept of equality is a very 
confused one, which only makes sense in conjunction with other notions 
such as ‘justice’ and ‘fairness’, as people having ‘equal worth’. The slogan 
‘All men are equal’ cannot be interpreted descriptively. y 

If ‘equal’ is understood as a predicate then the ‘category mistake’ of 
Orwell's famous phrase inevitably results. The slogan must therefore be 
interpreted prescriptively, meaning ‘that all men count for one and no one 
more than one’ (Bentham). The implication is that no person should be 
supposed to have more intrinsic value than another person. Within the 
context of law it means that no one should receive preferential treatment. 

Outside the law, ‘treating people equally’ is fraught with difficulties. Ar- 
istotle was aware of the injustice of treating ‘unequals equally’. Phrases such 
as a right to an ‘equal share of the cake’ come to mind. But the refusal of 
cake to a diabetic would scarcely be ‘unjust’! So, this becomes revised to 
‘treating people equally unless there are relevant reasons for not doing so’. 
Deciding what these relevant differences are can only be discovered empir- 
ically. In the case of education, the difficulties become greater, for there is 
a tendency to confuse the claim that everyone has an equal right to education 
with the claim that everyone has a right to an equal education. Providing 
that education is regarded as a good then ‘equality in education’ can only 


mean that everyone should be given an equal opportunity to obtain the 
education. See also: positive discrimination. 
Further reading 


Benn, S. I. and Peters, R. S., ‘Social Principles and the Democratic State’, 

Allen & Unwin, 1959. 
Warnock, M., ‘Schools of Thought’, 
igi of measurement All measures contain a degree of imprecision. It is 
poi a to know how much imprecision is involved. In certain cir- 
amn es it is possible to ignore the fact that errors occur at all. An 
eee be measuring the diameter of a drain-pipe with a micrometer. 
Instrument is more Precise than is required for the task. 


Educational measures a i i he errors associate 
re never in a position to ign e erro; i 

£ p ore d 
with any obtained scores. j i S 


Faber, 1977. (See Part 1, ch. 13) 


WI i : re 4 
ing eer sight ith exists in physical measurement, such as measur- 
eight with a ruler, it is usual to : f : 

ae , uot 
and to quote a range within which the svete: We obtained Belen 


outside the range. If this range is increased to 2 SEms this drops to only 5 
times in every hundred. Therefore if we need to make a decision on the is 
of someone’s score we can estimate the likelihood of making a wrong deci- 
sion. The SEm is calculated from the reliability coefficient. The more unre- 
liable the test, the greater is the likely variation in score, and therefore the 
greater the SEm. A formula commonly used is: 


SEm = S.D, V(1-r;) 
where S.D, is the standard deviation of the scores obtained on a test 
rx is the reliability coefficient for the test 


It is therefore not possible to calculate the SEm without the test being 
administered to a group of people such that the SD and reliability can be 


calculated. 

Further reading 

Ferguson, G.A., ‘Statistical Analysis in Psychology and Education’, 4th ed., 
McGraw-Hill, 1976. (See Part 1, ch. 6) 

Establishment and discontinuance of schools Under the Education Act 1980 an 
LEA proposal to establish a new school, close an existing school, or vary 
the size of an existing school by one-fifth or more requires that a public 
notice be published. The LEA may proceed with the proposal unless there 
are objections, in which case the Secretary of State will determine the issue. 
Proposals involving voluntary schools require the Secretary of State's ap- 
proval, regardless of objections. (See Part 1, ch. 1) 

Ethics Educational discourse contains many references to ‘moral education’ 
and the development of ‘moral concepts’. The philosopher is concerned with 
the justification and elucidation of these concepts. The main difficulty is that 
people are genuinely concerned with moral questions and seem to assume 
the autonomy of ethics. Put briefly, when we talk of ‘morally acceptable 
conduct’ or ‘behaving morally’, what is the force of the ‘moral’? 

David Hume suggested that we use the word ‘good’ to describe a feeling 
of approval we experience when witnessing certain acts. However, he did 
not explain how a feeling of moral approval would differ from gastronomic 
approval and consequently how a good action differed from a good wine. G. 
E. Moore, arguing for the autonomy of ethics, insisted that moral good could 
not be explained in terms of anything else: ‘Good is as unanalysable as 
yellow’. The positivists continued Hume’s line. To say that an action is good 
is not to describe it but shows the speaker's attitude towards it. Thus, to say 


‘murder is morally wrong’ would be to say ‘murder’ in a tone of disgust. This 
and hurrah view of ethics’. But the theory does 


became known as the ‘boo 
Is or why the speaker should 


not explain what kind of disgust the speaker fee! 
want to boo such actions. 

In an influential book, Hare pointed out that ethical terms are used 
prescriptively. That is, by calling an action good we are commending some 
kinds of action and rejecting others, and reasoning that all things are relative. 
Further reading 


Hudson, W. D., ‘Modern Moral Philosophy’, Macmillan, 1970. 


Hare, R. M., ‘The Language of Morals’, Oxford University Press, 1952. 
Warnock G. J., ‘Contemporary Moral Philosophy’, Macmillan, 1967. 
Ayer. Ay J., ‘Language, Truth and Logic’, Gollancz, 2nd ed., 1946. (See 


Part 1, ch. 13) š 
d Garfinkel, who coined the term ‘ethnomethodology’ 


Ethnomethodology Harol p : s aah cs 
soon after the Second World War, published its basic text, ‘Studies in Eth- 
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nomethodology’, in 1967. Aaron Cicourel, another leading ethnomethodol- 
ogist, characterises ethnomethodology as probing beneath the level of 
analysis at which concepts like those of status, role and norm are operative, 
in an attempt to discover the tacit base-rules or interpretative procedures 
that provide people with the competence actually to decide what constitutes 
an appropriate status or role for a particular social interaction and what the 
appropriate norms are. 

Further reading 

Garfinkel, H., ‘Studies in Ethnomethodology’, Prentice Hall, 1967. (See Part 
1, ch. 15) 

European Cultural Foundation This independent organisation was founded in 
1954 for projects in science, education and the arts. Eighteen countries 
participate and 13 have national committees. In 1960 an agreement on 
consultation and co-operation was made with the Council of Europe and an 
Institute of Education for research into higher education was established at 
the Université Dauphine in Paris in 1975. Many other organisations have 
been established within the context of the European movement. Of particular 
note within this section are the Centre for Educational Research and Inno- 
vation within the manpower and education division of OECD in Paris, and 
the European Educational Research Trust in London. (See Part 1, ch. 7) 

European Research Group on Management (ERGOM) The European Research 
Group on Management is an organisation that encourages the use of specific 
exercises in organisational and managerial psychology, first developed in the 
US by Bass. The exercises are simulations that by developing in complexity 
and depth become confrontation rather than merely simulation. Only qual- 
ified people approved by ERGOM can use these powerful training tools. 
(See Part 1, ch. 12) y 

e is often used interchangeably with assessment (see ed- 
meanings Bot A This is because there is considerable overlap in their 
cettain ah 7 o! ve measurements designed to describe the amount of 

k nibutes. Both involve procedures for obtaining these measurements 
which can involve tests as well as less objective inst h as ratin; 
scales. There is a tendency, however, fi : sa eet : 
general way, involving a eile T, for evaluation to be used in a more 
of subjective judgments iets i ae eterna grenier acceptans 
more when the subject of the ov iy vn fone vanah sk benei 
but the success of a course S eee is not a person (or group of persons) 
is therefore used more usually a ang or method of teaching. Assessment 

Situations where the procedures involve 


more objective instruments, a: 
e » and when ti i i Å 
sonal attributes. (See Part 1, ch. 6) ese etn are aio i 


Materials’ (Eraut 1976). Th € ‘Strategies for the Evaluation of Curriculum 
the agricultural-botany liens ea la Particular are worthy of note: 
evaluation. » the objective method, and illuminative 


to any given situation. The objective method asks the question: is the edu- 
cational method doing what it is designed to do? This type of evaluation is 
based on specifying the educational objectives and the finding out if these 
objectives have been achieved. Illuminative evaluation takes account of a 
wide context before focusing on specific issues. More details will be found 
in the entry under its name. 
Further reading 
Cronbach, L. J., Evaluation for Courses Improvement, in ‘Teachers College 
Record’, vol. 64, 1963. 
Eraut, M., Strategies for the Evaluation of Curriculum Materials, in ‘Aspects 
of Educational Technology VI’ (Austwick, K. and Harris, N., eds), Pitman, 
1976. 
Hamilton, D., ‘Curriculum Evaluation’, Open Books, 1976. (See Part 1, ch. 9) 
Evaluation of management training ‘Management training has had more money 
spent on it, with less known return, than any other kind of training’ (David 
Wright, in ‘Encyclopaedia of Personnel Management’, ed. D. Torrington, 
Gower Press, 1974). There has been no completely satisfactory answer to 
the problem of the evaluation of training in general, and even less so for 
management training. Trainers may set learning objectives, they may identify 
with precision-targeted outcome behaviour, they may with clarity state pro- 
gramme aims, but all too often they must sell management training as an act 
of faith, because we have no adequate ways of measuring achievement 
against objectives, budgets, or aims. 

Hamblin, in ‘Evaluation and Control of Training’, has suggested that there 
are five levels of evaluation, on the basis of the research so far available. 
First, reactions of the trainees to the training experience. Means are devised 
to test reactions like how useful, how enjoyable, opinions of sessions, views 
on speakers and so on. Such means usually ask for views on content (what 
to leave in, what to take out) and so on. Second, the learning that has taken 
place can be measured through the behaviour that occurs in the period 
following immediately after training. Third, job behaviour after the training 
can be observed, to see if trainees are applying learning to their work. 
Fourth, if there are changes in job behaviour, their organisational effects can 
be observed. Fifth, to see if the organisation has benefited in terms of better 
growth, greater profitability or even survival. Hamblin suggests this is 
chain: training produces reactions, which lead to learning, which ee Sis 
behaviour changes, which lead to organisational changes, which lea' 
changes i ievement. 

EE ieee out at any level but the fourth and fifth levels 
are in the long term the two that the tr 
continue to be able to persuade his org 


ainer must concentrate on if he is to 
anisation to invest in training. 


Fi Š i 
en ese Donnelly, E. L., ‘Manpower Training and Development’, 
sg d Control of Training’, McGraw-Hill, 1974. 


Hamblin, A. C., ‘Evaluation an 
(See Part 1, ch. 12) 


Evening class This was in the past a major route to qualifications, particularly 


for professional institutions. It is now less widely used = day and block 
release has grown. However, many institutions in further e lucation Se 
to offer the possibility of vocational education abe keyg — 
although very often part of a half-day release system. (See Part 1, ch. ) 
both a subject of research and the basic data 
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for research. Research about a E 

i ies: a big range of marks in one subject (s a 
cae of nba in another subject; the se Spee gs igi 
ments against the need to provide a form of rank order for 5 a oe 
technical terms these can be related to validity and reliability); we lee 
measurement using short questions (objective tests) against the di jt ee 
using longer essay-type questions. Much of the research on saucers s a 
investigated styles of question, marker variations, multiple marl faire 
statistical procedures for utilising the data available. Recent pnts a 
systems in the United Kingdom where schools can set their own exami 
on their own syllabus have provided further complications in pee ids 
parability between schools. Scores can have a technique called scaling 
applied. 

aii data as a basis for research also provide problems. Because 
of the difficulties mentioned in the previous paragraph, examinations E 
only limited in their usefulness in indicating attainment. Certainly S 
scripts are very difficult to use. Detailed analysis of questions avoi: ay 
poorly answered may identify particular learning (or examining) pro! ems; 
Unless the raw scores are accessible, the grades allocated by examin nR 
boards are not a useful basis for research, except as a crude measure of a 
particular school, district, or authority's performance from year to ee 
Attempts are now being made to develop measurements which incorporate 


(a) items which are independent of one another, and (b) items which are 
independent of the people taking them. 
Further reading 


Rowntree, D., ‘Assessing Students: How Shall we Know Them?’ Harper 
& Row, 1977. 
Wood, R. and Skurnik, L. Sa 
School-based Examinations and 
Foundation for Educational Res 
Examining bodies Closely tied to 
Organisations that set and assess 
given to an educational instituti 
an outside body that body does 


‘Item Banking: A Method for Producing 
Nationally Comparable Grades’, National 
earch, 1969. (See Part 1, ch. 8) 
the official conduct of education are those 
examinations. However much autonomy iS 
on, Once examinations are administered by 
to some extent shape educational objectives 
and control standards of achievement. Thus those organisations responsible 
for examinations play significant roles within the structure of education. In 
Most cases there are close links with the official departments of education 


and with bodies such as the Schools Council for the Curriculum and Exam- 
inations or the Consultative Committee 


In secondary educatio 
Education is administer 
Welsh 
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Tat) ciel sa ee ati Ce ae Cee 
bodies, as the interests om mor amore: diffuse, pattern of “examining 
, i e specialised. Many further and higher 
education establishments offer courses leading to certificates and diplomas 
awarded by the City and Guilds of London Institute. For a long time this has 
been one of the main examination bodies for further education. Recently 
there has been a change in some subjects to courses (in England and Wales) 
which are set by institutions or groups of institutions and validated by either 
the Technical Education Council (TEC) or the Business Education Council 

(BEC). A similar pattern has developed in Scotland through the Scottish 

Technical Education Council (SCOTEC) and the Scottish Business Educa- 

tion Council (SCOTBEC), though in both these cases the courses are estab- 

lished centrally rather than by institutions. 
A number of other bodies set and conduct examinations covering broad 

ongst which are the Joint Committees for Higher 
National Certificates and Diplomas in Mathematics, Statistics and in Com- 
puting and Computer Studies, the College of Preceptors, the London Cham- 
ber of Commerce and Industry, and the Royal Society of Arts Examination 
Board. When considering those organisations which make up this part of the 
structure, consideration must be given to the large number of organisations 
which are not as clearly connected with the official education system yet 
have a major effect on post-school education. These are the professional and 
vocational organisations that not only form the point of contact and infor- 
mation for members of a profession or trade but also set the standards of 
entry and advancement (see professional organisations). See also: public 
examinations. (See Part 1, ch. 7) 

Exemption (levy) The Industrial Training Act 1964, as amended by the Em- 
ployment and Training Act 1973 provides that a firm may apply to be exempt 
from training levy. If the Industry Training Board (ITB) concerned finds that 
the firm’s training meets the board's criteria, a certificate of exemption from 
levy for a period of time is given. There are now only seven ITBs. (See Part 


1, ch. 11) 

Expressive objectives As contrast 
jectives do not specify what t 
learning activity. Instead, an expressiv 
encounter’, for example, with a wor 
children are to respond. By providing th 
to explore, an expressive objective is ev 
However, it can be argued that this conception © 
contradictory, illustrating the tendency within ortho 
to try to accommodate traditional thought in educatio! 


framework. (See Part 1, ch. 4) 


ranges of subjects, am 


ed to behavioural objectives, expressive ob- 
he student should be able to do after the 
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ocative rather than prescriptive. 
f an objective is mildly 
dox curriculum thinking 
n within an end-means 


Facility Facility in educat nt is used to describe the ease with 

which a certain task can be done. For example, if only 10 per cent of 10- 
year-old schoolchildren get an item right, then its facility, expressed asa 
proportion, is 0.1 for that group. Obviously the facility index is meaningless 
without describing the population from which the index was obtained. (See 
Part 1, ch. 6) 

Factor A factor is a trait W 
factor analysis. The Wor 


ional measureme 


ch has been identified using the procedure called 


hi 
sed more generally to cover any 


d can also be u; 
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identifiable or hypothesised cause of variation. In both cases it is assumed 
that there is an underlying dimension which helps to ‘explain’ the events 
observed. It is wrong, however, to assume a causal relationship between the 
underlying factor/trait/dimension and the observed events on the basis of 
factor analysis alone. (See Part 1, ch. 6) 

Factor analysis When many factors are taken into consideration over a large 
sample of the population, it is difficult to see relationships between the 
factors. Statistical techniques can be used in association with computers to 


compare factors. One such statistical technique is called factor analysis. (See 
Part 1, ch. 8) 


Our world is continually changing with different things happening in every 
moment. In order to cope with this bombardment of information we simplify 
the world by grouping together similar events under a single heading. There 
are many different reasons for grouping things, but factor analysis is a 
method for helping us to decide what events should or should not be 
combined. 

Factor analysis is based on the idea that things which change together have 
something in common. Thus in medical science it is known that certain 
symptoms such as a runny nose, headaches and a sore throat often appear 
and disappear together. They, in fact, occur in such a way that the appear- 
ance of one can warn us about the imminent appearance or disappearance 
of another. Where a consistent relation between different symptoms occurs 
they are grouped together as a syndrome and it is usual to connect the 
syndrome with an underlying cause. In this example it would be a virus. The 
Problem is that it is often difficult to determine whether there is a truly 
ee between symptoms because of the many other influ- 

aes sie = as another illness contracted simultaneously. 
oes oe a ‘ore helps to Sort out the extent to which we can say 
rer OREA sistent relationship between variables. A correlation be- 
Shan Feuer ia gives a Measure of the extent to which they vary to- 
any BRIBES of ares tod this fact by taking all the correlations between 
seher Sueiry PP on kn those that correlate most highly 
to describe how a Auber of wee EAR puree pa Si a 
way as we use the lines of latitud AnA a ae oe idea 
framework with which to mea F and longitude. They merely provide a 

edücahonA aa people go beyond this and postulate 
f eality for their factors. Such claims re- 
ntal evidence to be substantiated and the role of factor 


analysis is to suggest certain i i othe 
r ass Bge Ttain groupings of variables rather than others. 
Child, D., ‘The Essentia of F: i & Winston 
eens ials of Factor Analysis’, Holt, Rinehart inston, 
Nunnally, J. C., ‘Psychometric Th > P 9 McGraw 
ill, 1978. ¢ a 3 cory’, Part 3, ch. 9, 2nd ed., rays 


At first these Acts covered children working in textile factories only, but 
from the 1840s children in other industries also received protection. It is 
unlikely that the number of children who alternated between school and 
work under these acts ever exceeded 100,000. By 1914 the number was down 
to 30,000, most of whom were working in the textile mills of Lancashire and 
the West Riding of Yorkshire. The Education Act 1918 abolished the part- 
time system as from 1921. The standard work on this topic is A. H. Robson, 
‘The Education of Children Engaged in Industry in England 1833-1876’ 
(Kegan Paul, 1931). (See Part 1, ch. 10) 

Falsification Popper uses this notion in two ways: (a) He suggests that physical 
science proceeds by ‘conjecture and refutation’, or falsification; (b) Falsifi- 
cation is used as a criterion for demarcating empirical statements from me- 
taphysical statements; empirical statements are open to falsification, but 
metaphysical statements are saved from falsification by addition and quali- 
fication. See also: verification. 

Further reading 

Popper, K. R., ‘Conjectures and Refutations’, Routledge & Kegan Paul, 
1972. 

Popper, K. R., ‘The Logic of Scientific Discovery’, revised, Hutchinson, 
1972. 

Medawar, P. B., ‘Induction and Intuition in Scientific Thought’, Methuen, 
1969. 

Swinburne, Richard (ed.), ‘The Justification of Induction’, Oxford University 
Press, 1974. (See Part 1, ch. 13) 

Feedback Feedback is an important part of any self-regulating mechanism, e.g. 
the thermostat on a radiator which feeds back information on the surrounding 
temperature and regulates the supply of electricity to keep the surrounding 
air at a constant temperature. Human beings are largely self-regulating 
mechanisms, as for example when they perspire or shiver to maintain the 
body heat against extremes of temperature. In the context of educational 
communication feedback from a student on how the teacher's messages have 
been received is an essential part of the exchange. (See Part 1, ch. 9). 

Film By projecting a series of pictures in rapid succession a motion picture can 
give the impression of movement. Film has been described as an edited 
version of reality. It can duplicate reality by using colour, sound and even 
the use of three dimensions. Film can bring the past, present or a series of 
possible futures into the classroom. It can speed up, slow down or freeze 
time sequences. It can enlarge or reduce size, it can record processes that 
would not be visible to the unaided eye. Film can simply record events as 
they happen or it can be used to change attitudes and promote learning. 
Television is a similar medium, but differs in certain fundamental respects. 
(See Part 1, ch. 9) 

Finance of education Research on this topic has taken two different directions. 
ee eh beena ae a tse rats tried to analyse and explain 
and local i sors i Papin ee ame an cema 
the Depatmentot Barain and A government departments (including 
vironment and the Local Education a E the Department of the En- 
University Grants Committee and i y i orinis), and between LEAs or the 
es. NA cack and in ividual schools, colleges and universi- 

i P rpi o such studies has been to explain the existing methods 
of financing education, and to examine the implications of the methods of 
financing. 
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A rather different approach has been adopted by economists such as West 
(1965) and Maynard (1975) who advocated radical changes in the way H 
which education is financed. Most suggestions for changing the methods use 
by central or local government to fund education have involved three pro- 
posals: the introduction of education vouchers, student loans, and raising the 
level of fees for students in higher education. Such changes have been 
advocated on the grounds of efficiency, equity, and freedom of choice. Such 
proposals attracted fierce opposition by those who believe that all these 
financial changes would reduce equality of opportunity. 

Another important issue is the balance between public and private finance 
for education. Glennerster and Wilson (1970) examined the finance of private 
schools and showed that private schools accounted for a declining share of 
pupils and educational expenditure. In post-compulsory education of all 
kinds, the individual student or his family bears part of the costs of education, 
through forgone earnings, and proposals to replace student grants by loans, 
as for example, income-contingent loans, to raise the level of fees, or to 
impose a graduate tax would involve a shift in the burden of financing, away 
from government funds towards the individual student. In 1980 an important 
new policy was introduced when the government announced ‘full-cost fees 


for overseas students. The implications of this have been analysed by Wil- 
liams (1981). 


Further reading 


Peacock, A. T., Glennerster, H., and Lavers, R., ‘Educational Finance: its 
Sources and Uses in the United Kingdom’, Oliver & Boyd, 1968. 
Glennerster, H., and Wilson, G., ‘Paying for Private Schools’, Allen Lane, 
Penguin, 1970. 


Maynard, A., ‘Experiment with Choice in Education’, Institute of Economic 
Affairs, 1975. 
West, E., ‘Education and the State’, Institute of Economic Affairs, 1965. 


Williams, P. (ed.) ‘The Overseas Student Question’, Overseas Students 
Trust, 1981. (See Part 1, ch. 5) 


Forgone earnings The forgone earnin| 
earnings which they give up, 
than in employment. Earning: 
the value of students’ time. 


gs of pupils or students represent the 
while they are in school or university, rather 
s forgone are used as a monetary measure of 
For the individual, forgone earnings are a 

measure of the income which the student sacrifices while he continues his 
education; for society, they are a measure of lost output. (See Part 1, ch. 5) 
Forster, W. E. (1818-86) By upbringing a Quaker until his marriage to Matthew 
Arnold’s sister, he served in Gladstone’s first administration as Vice-Presi- 


dent of the Committee of the Privy Council. In this capacity he was admitted 
to the Cabinet i 


n July 1870, thus becoming the first ‘Minister of Education’ 
to be so admitted. He was MP for Bradford from 1861 to 1886 and also 
served as chief secretary for Ireland from 1880 to 1882. (See Part 1, ch. 10) 

Free answer Free answer describes a response mode used in tests. The Test 
consists of a number of items each One consisting of a ‘stem’. The stem can 

» a statement, a series of 

require the testee t 


mation available to him. (See Part 1, ch. 6) 
Full-time study Most major national qualifications are offered on a full-time 

basis. Generally, full-time means anything over 12 weeks in length, and for 

people in employment necessitates a Telease from work, often on a second- 
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ment or sponsored basis. Nevertheless, because of employment pressures, 
most courses are available somewhere on almost any time basis that best 
suits students. Full-time study, especially in colleges of further education, 
has expanded rapidly in the recent past, as the demands of organisations for 
qualified people have become greater. (See Part 1, ch. 2) 

Funding for education/training These are various: self, through Local Education 
Authority grants, the Training Opportunities Scheme, various grant bodies, 
such as Social Science Research Council, and so on. Grants may also be 
available for specific courses from Industry Training Boards. Generally, the 
institution providing the course will be in the best position to advise on 
possible sources of funds. Most employers nowadays support financially 
people undergoing education and training that is job-related. (See Part 1, 
ch. 2) 

Further education and technical colleges These are colleges maintained by 
LEAs which provide courses of a vocational or academic nature. Vocational 
courses are designed to lead to a qualification acceptable in a defined field 
of employment, and are available at three broad levels: operative, craft and 
technician. (Technologist courses would be available at institutions of higher 
education.) Some courses are available only to apprentices or people in 
employment, whose employers release them, on pay, for one day a week 
(day release) or for a period of several weeks at a time (block release). The 
areas of vocational study are diverse and include commerce (secretarial, 
banking, accountancy, etc.), catering (bakery, hotel keeping, institutional 
catering, etc.) and engineering and construction (technical skills for all 
branches of industry). Colleges usually provide courses to meet the specific 
needs of local industry, and to this end technical colleges may sometimes 
provide specialist advanced courses normally found only in colleges of higher 
education, The academic courses provided can include those leading to GCE 
O and A level. To avoid wasteful duplication of courses and expensive 
resources there are regional committees to co-ordinate the provision of 
advanced courses. (See Part 1, ch. 1) : i i 

Further education: major establishments These provide full-time, sandwich and 
part-time courses of education, almost completely vocational, to post-school 
students. The term excludes evening institutes and adult education centres. 
The further education system covers a wide variety of instituions and provides 
courses leading to several levels of qualification. Local Authorities maintain 
nearly all further education establishments, which range from polytechnics 
to small technical colleges. The recent reorganisation of teacher training has 
brought colleges of education into the further education sector. 


The institutions have four major roles in higher education. 
(i) They provide full-time and sandwich courses leading to degrees of the 


Council for National Academic Awards, and in some cases external 
degrees of universities. Generally, these courses deal with the appli- 
cation of knowledge rather than knowledge for its own sake. : 

(ii) They provide full-time and sandwich courses at a level less rigorous 
than degrees for people likely to become the technicians and managers 
who support scientists, technologists and top managers. 

(iii) They provide teacher training. peat 

(iv) They provide part-time courses at advanced levels to supplement 
other qualifications. These courses also provide opportunities to those 


who have missed the full-time route. ie 
In Scotland, almost all advanced education (except for the universities and 
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colleges of education) is 100 per cent grant-aided by the Secretary of State 
for Scotland. In Northern Ireland responsibility for further education is 
exercised by the Education and Library Boards. (See Part 1, ch. 2) 

Further Education Staff College The college, maintained by the Local Author- 
ities of England, Wales and Scotland, and in receipt of a grant from Northern 
Ireland, is concerned with means of increasing the efficiency and effectiveness 
of higher and further education in the public sector, and with the relationship 
of that education to industry, the universities and other major national and 
international agencies. It conducts workshops, study conferences and semi- 
nars, publishes reports and undertakes investigations, and brings together 
senior members of the education service to facilitate the development of 
organised thought concerning problems facing them and their institutions. 
(See Part 1, ch. 7) 

Future of comparative education Studies in comparative education are likely to 
focus on the relationship between school and society rather than solely on 
inter-educational issues. Therefore the number of studies involving the use 
of the methodologies of the social sciences are likely to be more numerous 
in the future than those in which an historical approach is used. New devel- 
opments in the methodology of history are such as to ensure that historians 
have still much to offer comparative education. The methodologies men- 
tioned above will increasingly have to face a challenge from the comparative 
Studies of the radical anthropologists whose emphasis lies in producing illu- 
Minative, holistic works. The latter are differentiated from the studies in- 
volving the methods of the social scientists in so far as they are hermaneutic 
in purpose; that is, they seek to describe and understand and not to interpret. 
Thus an exciting, if yet unproved, dimension is added to the methodologies 
available to comparativists. It is hoped that educational planners will increas- 
ingly in future utilise the expertise of comparativists who have improved 
their research techniques. Thus discussions between comparativists and plan- 
ners about the alternative strategies available to educational administrators, 
and the possible outcomes of policy decisions may be of immense benefit to 
the development of viable educational developments. (See Part 1, ch. 3) 


. i 
Samiti ae learning R. M. Gagné Suggests that there are eight types 
fashion. Siena id and seven of them are related together in a hierarchical 
Rierarchy a sane or classical conditioning, he places outside the 
E a Ta integrates operant conditioning with the more com- 
Aa ara saia iscrimination learning, concept learning, rule learning, 
P! m-solving. Each level in his hierarchy, after the first, has as its 


prerequisite a i n ; 
Parita ze ana ms learning at each of the lower levels of the hierarchy. 


Gagné, R. M., ‘The Conditi 

agné, 2 ions of ing’ i 

acing 1977. (See Part 1, ch. 14) O 
ames and simulations Simulati i i 
A a 5 ions are designed to model reality. Often a 
educational setting. A simu 
and provide an essential} 


ii usually simulations of reality which in- 

nt. 

Types of simulati i 

can eng iirail and game which have been used in education include 
i ng exercises, role-playing, card games, board games, 
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etc. Monopoly,is an example of a board game which simulates reality. 
Although this is more for entertainment, other competitive games of this 
kind have been designed to model situations in industry, government and 
other situations where decision-making is required. 

Further reading 

Tansey, P. J. and Unwin, D., ‘Simulation and Gaming in Education’, Me- 
thuen, 1969. 

Megarry, J., Developments in Simulation and Gaming, in ‘International 
Yearbook of Educational and Instructional Technology. 1978-79" (A. Howe 
and A. J. Romiszowski, eds), Kogan Page, 1978. (See Part 1, ch. 9) 

General Teaching Council for Scotland The GTC is the sole overseeing body 
in Scotland of the registration of teaching staff, and the implementation of 
conditions of service as agreed between the employers and the teaching 
unions, The Council is also the body which makes recommendations to the 
Secretary of State on matters relating to teachers in Scotland. The Council 
has elected members from primary, secondary and further education, to- 
gether with the colleges of education. Fifteen members are also appointed 
from the Convention of Scottish Local Authorities, the Association of Direc- 
tors of Education in Scotland, universities in Scotland, central institutions 
and both the Roman Catholic Church and the Church of Scotland. Four 
additional members are nominated by the Secre.ary of State for Scotland 
and SED assessors are appointed. (See Part 1, ch. 7) 

Girls’ education The issue of the education of the working-class girl was settled 
without the controversy that surrounded the schooling of her wealthier sister. 
She followed much the same syllabus as her brother. The one act of sex 
discrimination in the Revised Code was that she had to learn needlework. 
Since schoolmistresses in turn had to teach this subject in school, the girl 
pupil-teacher in her apprenticeship had to sacrifice her algebra and geometry 
to concentrate on needlework. She suffered a similar deprivation at training 
college. ~ i 

Middle-class girls had a greater struggle than their brothers, whose fathers 
dispensed with the private tutor and sent the boys away to boarding school 
but kept the governess for the girls and babies. By the middle of the nine- 
teenth century a combination of humanitarian, economic and vocational 
considerations promoted change. In 1848 Charles Kingsley helped to found 
Queen’s College, Harley Street, London, for governesses; it had amongst its 
early pupils Miss Frances Buss and Miss Dorothy Beale, who later became 
headmistresses of the North London Collegiate School and Cheltenham 
Ladies’ College respectively. In 1868 Cambridge University made its school 
examinations (see school examinations) available to girls schools, a step 
Oxford took shortly afterwards. Pioneers of girls’ education then used the 
examination system to demonstrate that girls could be academically as suc- 
cessful as boys, a point well made by Philippa Fawcett when she was placed 
above the senior wrangler at Cambridge in 1890. Despite her success and 
the founding of Girton (1869), Newnham (1871), Lady Margaret Hall (1878), 
and Somerville (1879), girls were not admitted to degrees at Cambridge until 
1948, some 28 years after Oxford, and long after other universities had begun 
conferring degrees on them. See also: Girls’ Public Day School Trust. 


Further reading 

R. Deem, ‘Women and Sch 
Kamm, J., ‘Hope Deferred: 
1965, 


ooling’, Routledge & Kegan Paul, 1978. 
Girls’ Education in English History’, Methuen, 
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Kamm, J., ‘Indicative Past: One Hundred Years of the Girls’ Public Day 
School Trust’, Bodley Head, 1971. 

White, C. L., ‘Women’s Magazines’, 1693-1968’, Michael Joseph, 1970. 
Burstyn, J. N., ‘Women’s Education in England during the Nineteenth 
Century’, in History of Education, vol. VI (1977), 11-19. 

Dyhouse, C., ‘Girl’s growing up in late Victorian and Edwardian England’, 
Routledge & Kegan Paul, 1981. (See Part 1, ch. 10) 

Girls’ Public Day School Trust Founded in 1872, the GPDST became the 
largest organisation of girls’ direct grant schools, with 23 schools containing 
15,000 pupils as members. The ending of the direct grant as a means of 
financing schools in the autumn of 1976 forced the schools to become com- 
pletely independent of state assistance. (See Part 1, ch. 10) 

Goal One of a series of terms often used loosely to indicate intent. Goals are 
sometimes placed in between aims and objectives, which may be considered 
as the extremes of specificity. Goals are also associated with attempts to 
specify performance expectations on changes in attitude. (See Part 1, ch. 8) 

Grade A grade is a position on a graded scale. However, since this would cover 
all the standard scores used in testing, its use in educational measurement is 
more specific. It is used for broad graduations based on percentile positions 
in a distribution. The most commonly used grades are A B C D E, where 
grade A denotes scores obtained by the top 10 per cent of the population, 
grade B denotes scores obtained by the next 20 per cent, grade C denotes 
Scores obtained by the middle 40 per cent of the population, grade D denotes 
Scores obtained by the 20 per cent of the population below grade C, and 
grade E denotes those scores obtained by the bottom 10 per cent of the 
distribution. The choice of what percentage of the population should be 
represented by each grade is, however, arbitrary, and other percentages are 
in use. (See Part 1, ch. 6) 

Graduate tax This is the term given to a system by which the costs of higher 
education would be partly financed by means of an extra tax imposed upon 
graduates who had benefited from higher education in the form of higher 

life-time earnings. Such a scheme has occasionally been advocated in Britain 
or the USA as a more equitable method of financing education than the 
Present system, which uses the income taxes paid by the average tax-pay¢et 
to finance the education of those who in the future will have higher than 
thier kone bs a re of their higher education. A graduate tax eres 
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Group method Often the group method in education is thought of as one 
teacher engaging a small group of students in discussion. There are many 
varieties of group interactions, both for large and for small groups. Bligh et 
al. have listed a number of these in their book ‘Training Students’. Group 
methods are useful for students to encourage them to share and discuss their 
ideas with others, and to see how others receive and interpret information. 
Further reading 
Bligh, D. et al., ‘Training Students’, Exeter University Teaching Services, 
1975. (See Part 1, ch. 9) 

Group Training Scheme Group Training Schemes provide for some aspects of 
the training function to be carried out on behalf of or by several organis- 
ations. They employ at least one training specialist and often have a training 
centre. (See Part 1, ch. 11) 

Growth The ‘growth’ metaphor has been important to the advocates of child- 
centred education. The child is encouraged to develop his own innate qual- 
ities, rather than those prescribed by authority. The metaphor tends to break 
down, as not all qualities and potentialities can be developed consistently. 


See also: moulding. 
Further reading 
Dearden, R. F., ‘The Philosophy of Primary Education’, Routledge & Kegan 


Paul, 1968. 
Scheffler, Israel, ‘The Language of Education’, Blackwell, US ed., Thomas, 


1960. (See Part 1, ch. 13) 


Handicap: intellectual, emotional, social and physical A number of children 
suffer from intellectual, social, emotional or physical disabilities which pre- 
vent them from learning successfully in normal educational settings. Typically 
an individual with one major handicap will suffer in other ways as well. For 
example, a brain-damaged child may be mentally backward, have poor 
language skills, and so come to have social and emotional problems all as a 
result of his initial disability. Slow learners may either be mentally dull, with 
a limited intellectual ability which requires a special education, or mentally 
retarded. Retarded children have had their achievement depressed by causes 
other than a lack of intellectual ability. Once their problem has been accu- 
rately assessed they require appropriate remedial education. Intelligence tests 
can be used to discriminate between slow learners who are mentally dull and 
those who are retarded. Ş r 

Many social factors can interfere with a child's educational performance, 
including poverty, the language codes used in the child’s home, lack of 
sensory stimulation, parental attitudes, family size and emotional depriva- 
tion. Compensatory programmes concentrate on providing a safe, stable 
environment where the development of language and perceptual and social 
skills can be encouraged. y s 

When emotional handicaps become serious enough to interfere with a 
child’s development the term maladjustment is used. Six areas have been 
identified as associated with maladjustment: nervous disorders, such as ex- 
cessive anxiety; habit disorders, such as tics or speech defects; behaviour 
disorders, such as delinquency; organic disorders, such as brain damage; 
psychotic disorders, such as hallucinations; and education and vocational 
difficulties, such as slow learning. Treatment for maladjustment is usually 


through the child guidance service. 
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Physical handicap can take many forms and may often lead to other 
psychological problems. Severe physical handicap may require attendance at 
a special school where appropriate medical and educational provision is 
available. See also: intelligence, brain and behaviour, autism. 

Further reading 

Gulliford, R., ‘Special Education Needs’, Routledge & Kegan Paul, 1971. 
Shakespeare, R., ‘The Psychology of Handicap’, Methuen, 1975. (See Part 
1, ch. 14) 

Handicapped child Voluntary agencies, concerned to teach the indigent blind, 
deaf and physically handicapped a trade by which they might support them- 
selves, pioneered this field from the middle of the eighteenth century on- 
wards. General education was usually rudimentary. From 1870 onwards 
school boards (see Elementary Education Act 1980) in major cities started 
providing special classes for these children. Such provision, owing nothing 
to legislation, was piecemeal in its incidence. The Report of the Royal 
Commission on the Blind and Deaf produced the Elementary Education 
(Blind and Deaf Children) Act 1893 which required school authorities to 
provide for these two categories of children and made their attendance at 
school compulsory to the age of sixteen. A year after the Committee on 
Defective and Epileptic Children had reported in 1898, a further act gave 
school authorities power to provide for these two further groups. 

In 1914 Local Authorities were required to make teaching provision for 
mentally defective, but educable, children. Other mentally defective children 
became the responsibility of mental deficiency committees. Similarly the 
Education Act 1918 required Authorities to provide for physically defective 
and epileptic children. The 1924 Mental Deficiency Committee (the Wood 
Committee) pressed for the closer association of mentally defective children 
with the Test of the education service. Not until 1970 were the mentally 
deficient and ‘ineducable’ children removed from the control of the local 
health authorities, thereby making educational provision for children who 
had Previously languished at home or in private or other institutions. The 
Opportunity for integration with the rest of the community seemed to come 


a stage further in 1976, when a new act required local authorities to arrange 


for the special education of all handicapped children 
Further reading 
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teaching, systems of pastoral care. He controls the disposition of staff as well 
as the internal allocation of the capitation allowance. He has a voice in the 
appointment of teaching staff, and promotion within the school depends 
upon his recommendation. Unless the LEA has forbidden it, he can deter- 
mine the school policy on corporal punishment. He can dictate what clothes 
pupils must wear and even how long they may grow their hair. 

This model of the head as a constitutional autocrat bound by usage is 
seldom encountered, however. The increasing size of schools has made the 
delegation of authority necessary and the new salary structure has recognised 
this by creating subordinate posts of responsibility. Consequently, heads 
consult with their staffs, but the manner of consultation varies, ranging from 
consultation with a ‘cabinet’ of senior colleagues to a formal structure of 
staff consultative committees. Nevertheless, the ultimate responsibility for 
the school rests with the head. See also: mixed ability grouping, setting, 
banding. (See Part 1, ch. 1) 

Health Education Council The Council provides assistance to local education 
authorities through its resources centre, which houses a reference collection 
of audio-visual aids and book-lending library. The information service runs 
an enquiry service and produces source lists for selected topics. A range of 
free materials is available. When requested the Council can provide advice 
and assistance with in-service training courses for LEAs. The Council regu- 
larly publishes bulletins and journals and supports research and development 
in the field of school health education in collaboration with the Schools 
Council for the Curriculum and Examinations. (See Part 1, ch. 7) 

Heredity and environment Both heredity and environment influence human 
behaviour, but the investigation of their relative influences is an extremely 
difficult and probably ultimately fruitless task. The direct manipulation of 
heredity through selective breeding or the direct control of the environment 
is not possible with human subjects. Genetic characteristics cannot be 
measured directly and no precise measures of environmental differences 
exist. In spite of these difficulties considerable debate has surrounded the 
relative influence of heredity and environment, or nature and nurture, in 
determining human behaviour and especially intelligence. i 

The issue is an important one: are all humans born equally endowed with 
the potential for intelligent behaviour and do differences develop exclusively 
as the result of environmental inequalities? Alternatively, if differences in 
genetic potential for intelligent behaviour do exist can they be compensated 
for by positive discrimination in educational programmes? The answers to 
these questions have profound implications for the fulfilment of human 


potential. 

Studies of genetically id 
offered a partial answer to t 
important role to play in dete 
exclusively genetic or environm 


entical twins and research using family trees have 
he problem. Heredity, it seems, does have an 
rmining intellectual abilities, but it is clear that 
ental explanations are too simplistic. All 
human characteristics are influenced by both genetic and environmental 
factors. The genotype determines the potential, the environment determines 
how much of this potential will be realised. Any polarisation of heredity 
from environment is misleading. Any theory to be useful must concern itself 
with the interactions between innate potential and environmental opportun- 
ities. See also: child development, intelligence, intelligence A, B and C. 


Further reading 


Halsey, A. H. (ed), ‘Heredity and Environment’, Methuen, 1977. 
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Kamin, L., ‘The Science and Politics of I Q’, Penguin, 1977 (See Part 1, ch. 
4 À ; 
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Fes curriculum The suggestiveness of the idea of a hidden eon 
should be an embarrassment and challenge to the curriculum planner * 
brings out the many aspects of learning which go on alongside or oe 
contradiction to the intended or official curriculum. It has also been ter z 
the unwritten or latent curriculum, or even the paracurriculum Haree A 
1978). In part, it is the outcome of the institutional press of the smear 
unintended effect of our will to marshal children towards bookis 4 a 5 
within bounds of time and space; and the need to induce their comp are a 
punctuality, etc. Through recurrent classroom interactions and the E 
testing teachers may subconsciously modify or displace their claime ier 
cational ideals. Instead they reinforce more pervasive ‘cultural ot a 
about social behaviour. What pupils actually learn from the os cs a 
schooling may be how to adapt to surveillance and competition, and A e 
‘play the system’; or perhaps belief in their own inabilities, for examp Sas 
fathom the ‘mindless tulery’ of mathematics (Ormell, 1978) plus Neige : 
to those who can and are thereby destined for superior occupational pee 
The hidden curriculum remains a provocative but diffuse concept. It oe 
attention to the ways in which authority and definitions of significant kno . 
ledge are maintained in schools, but leaves their source and nature unclea’ P 
Are they internal to the school, or are they aspects of wider processes O 
socialisation inherent in industrial society? It is certainly true that mary 
curriculum planners have taken the classroom system itself for mS 
overlooking its latent influences. But generalised critiques of the hid r 
curriculum imply that it is similar everywhere, whereas there can be aitreren 
hidden curricula in different schools and classrooms. Where teachers an 
Parents conjointly acknowledge the problem, they may be able to min 
it (Martin, 1976). But it is an unavoidable implication that if the formal 
curriculum includes aims like critical-mindedness, social integration, etc.» 
their realisation demands much harder-headed diagnoses and Jonger:tern 
treatments of the social forces within schools than usually accompanies suc 
aims. See also: culture, ideology, curriculum control. 
Further reading 
Hargreaves, D., Power a 
the Curriculum’, Naffert 


e do with a hidden curriculum when we find one?’, 
in Curriculum Inquiry, 6.1. 1976. (See Part 1, ch. 4) 

Histogram A histogram is a bar chart which shows the frequency of different 
events. Thus the number of cars, bicycles and lorries passing a point can Ee 
represented by a histogram (see distribution). This can be used in educationa 
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measurement to show the numbers of people falling into various score cate- 
gories. (See Part 1, ch. 6) 

Historical approach This involves an examination of educational systems against 
acommon historical and cultural background. The work is merely descriptive 
and few attempts have been made to generalise. 

Further reading 
Ulich, R., ‘The Education of Nations: A Comparison in Historical Perspec- 
tive’, Harvard University Press, 1961. (See Part 1, ch. 3) 

Historical-humanistic school The mere collection of educational data from 
foreign systems and the uncritical incorporation into one’s own system led 
to considerable difficulties for the adopters. The thesis that education was 
autonomous and existed in a vacuum, completely divorced from the rest of 
society, found little acceptance in the Historical-humanistic school. These 
people argued that a more sophisticated methodology for studying educa- 
tional systems was needed, and they offered a solution involving the use of 
historical techniques. Their accounts were not merely descriptive but sought, 
when writing about past events, to identify the various factors which shaped 
educational norms, institutions and practices. 

In general, the writers of this school, such as Kandel, Hans, Schneider 
and Rosello, not only described the educational system that they found, but 
also interpreted and explained the phenomena as they understood them. 
These writers were not completely objective since they entered the field with 
pre-determined values by which they judged the systems they studied. Kan- 
del’s approach indicated his passionate commitment to Western-style democ- 
racy and his implacable hatred of Communism and Fascism. Kandel’s study 
of comparative education gave administrators indications of the factors and 
forces which could help the development of democracy or, alternatively, 
those which would further totalitarian ideologies and practices. Similar views 
were held by Ulich, who used an historical approach and Hans, who used 
the factor approach. While it is not certain to what extent they were influ- 
enced by Sadler, what was common to all of them was their commitment to 
the concept of national character, a feature which prompted much criticism. 


Further reading 

Kandel, I. L., ‘Comparative 
Ulich, R., ‘The Education of Nations: 
tive’, Harvard University Press, 1961. 
Hans, N. A., ‘Comparative Education’, Rout! 


1, ch. 3) ee 
Human capital Economists make a fundamental distinction between consump- 


tion expenditure which consists of the purchase of goods and services that 
bring immediate, but short-lived, benefits, and investment, which consists of 
the purchase of capital assets, such as buildings or machinery, that will 
generate income in the future. In the past there was a certain amount of 
fruitless dispute among some economists about whether expenditure on 
education should be classified as consumption or investment. It is now widely 
recognised that spending on education brings immediate satisfaction and 
increases the productive capacity of educated workers in the future. In other 
words, like many other items of social expenditure, education represents 
both consumption and investment. Today such a statement is accepted as 
self-evident, but in the late 1950s the idea that spending on education rep- 
resents an investment in human capital, which increases the productivity of 
workers by providing them with the skills, knowledge and aptitudes needed 


Education’, Houghton Mifflin, 1933. 
a Comparison in Historical Perspec- 


ledge & Kegan Paul. (See Part 
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in the market, had never been fully explored by economists. The decision to 
treat investment in human capital as analogous to investment in physical 
capital has been described by Bowman (1966) as ‘the human investment 
revolution in economic thought’. . 

This new approach not only led economists to revise traditional theories 
about what determines earnings differences, or the economic justification for 
subsidies for education, such as scholarships or student grants; it also led to 
a re-appraisal of the need for educational planning and the contribution of 
education to economic growth. 

The idea that education is a form of investment in human capital has been 
attacked. One common argument is that education simply acts as a con- 
venient ‘filter’ which enables employers to select workers, the most recent 
challenge. In its mildest form this implies that education fulfils more than 
providing knowledge and skills. In its extreme form the screening hypothesis, 
as Layard and Psacharopoulos (1974) call it, is presented as being in direct 
opposition to the concept of human capital. 

Further reading 

Becker, G., ‘Human Capital,’ Princeton University Press, 1964. 

Bowman, M. J., The Human Investment Revolution in Economic Thought, 
in ‘Sociology of Education’, pp. 111-37, Spring 1966. 

Layard, R. and Psacharopoulos, G., The Screening Hypothesis and the 
Returns to Education, ‘Journal of Political Economy’, September 1974. (See 
Part 1, ch. 5) 

Humanistic psychology A recent school of psychology, influenced by existen- 
tialism, which rejects the mechanistic, dehumanising approach of behaviour- 
ism and emphasises man and his natural tendencies towards the actualisation 
of his potentials. It is concerned with subjective experience, with the indi- 
vidual’s perception of himself and his world and with human values. 
Further reading 
Rogers, C. R., ‘On Becoming a Person: A Therapist’s View of Psychoth- 
erapy’, Houghton-Mifflin, 1970. 


Maslow, A. H., ‘Motivation and Personality’, 2nd ed., Harper & Row., 
1970. (See Part 1, ch. 14) 


Human resources This generic term covers the potential of people in organis- 
ations, Itis analysed and developed through organisation analysis, manpower 
planning, education and training, development, pay and conditions, and so 


on. Formerly, these were collectively called personnel management, but 
human resource 


iin 11) es management is becoming the contemporary term. (See Part 
, ch. 


Ideology The term ‘ideology’ is often used in a loose way to refer to any 
coherent body of beliefs shared by a number of people and governing their 
practice; for example, their Political or religious practice. The Marxian use 
of the term, however, carrie 


s the implication t i tof 
touch with the reality that Marxian t 7 Sie meal 


ithe i heory itself brings to light. 
In Marx’s view, the beliefs People hold are determined by the conditions 


of material production existing in their societ i dge. 
Relations of production which involve the o] ae 


t c A ppression of one class by another 
give rise generally to sets of beliefs presenting a distorted and misleading 
view of society. These ideologies not only arise out of the class struggle, but 
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they also mask the true nature of that struggle. One method of attempting 
to combat such ideological distortions is by a critique of them. 

A view of ideology ‘that has been widely influential in the sociology of 
education, though subjected to criticism within the ‘new’ sociology of edu- 
cation, is that put forward by the French philosopher, Louis Althusser, in 
his study of ‘Ideology and Ideological State Apparatuses’ in ‘Lenin and 
Philosophy and Other Essays’ (1971). Althusser here argues that the edu- 
cational system is one of several ideological state apparatuses, and that in 
capitalist society it is the dominant ISA. It, above all, serves to achieve the 
reproduction of the work-force needed for capitalist production by causing 
the right proportion of pupils in school to acquire the appropriate ideology. 
One of the aims of Paul Willis’s ‘Learning to Labour’ (1977) is to show this 
process actually occurring in a particular school, though his analysis of the 
ideology acquired is based on a different position from Althusser’s. 

Further reading 
Centre for Contemporary Cultural Studies, ‘On Ideology’, Hutchinson, 1978. 
Willis, P., ‘Learning to Labour’, Saxon House, 1977. (See Part 1, ch. 15) 
Illuminative evaluation An indication of the meaning of evaluation has already 
been covered under the section on educational evaluation. Illuminative evalu- 
ation is a deliberate attempt to change the style of evaluation away from 
quantitative data towards descriptive information. All quantitative data is 
effectively a form of shorthand. The shorthand has become so sophisticated, 
because of the development of statistics, that the interpretation of the data 
is difficult. In addition each step of mathematical manipulation removes 
another detailed level of information. Education is a human activity usually 
involving interaction between human beings. The protagonists of illuminative 
evaluation argue that information about the actual learning process and 
environment is vital and important — the descriptions and the reactions of 
individuals. A variety of styles can be used. One style is to go into the milicu 
with no preconceived ideas (on aims or objectives for the evaluation, or aims 
and objectives of the learning situation). By observation and interaction the 
objectives are derived: this style is called ‘goal-free evaluation’. The collec- 
tion of information is from informal meetings, interviews and observation 
and on the basis of the initial ideas formulated by the evaluator a strategy 
for more in-depth follow-up is feasible. The ideas develop from the learners 
and the participants in the learning situation to identify the questions to be 
asked, rather than the evaluator having a preconceived model of the evalu- 
ation questions to be answered. 
Further reading 
Hamilton, D. et al., ‘Beyond the Numbe: 
Evaluation’, 1977. 
Kraft H. P. et al, ‘Four Evaluation Exampl 
Narrative and Portrayal’, AERA Monograp 


ation No. 7, Rand McNally, 1974. (See Part 1, ch. 8) 
During the expansion of curriculum development in the USA in the 1960s 


it became apparent that teachers were unresponsive to the then dominant 
modes of curriculum evaluation, which emphasised analysis and measure- 
ment of selected curriculum inputs and outcomes. It was argued that teachers’ 
curriculum practice depended upon their perception of total curriculum situ- 
ations, rather than empirical reports, and thus that evaluation should ‘por- 
tray’ new curricula and consequent changes as complex wholes, including the 
aspirations of the participants and difficulties encountered. The evaluator 
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should use a panoramic viewfinder rather than a microscope (Stake, 1967). 
In the UK this view was translated into the idea of ‘illuminative evaluation 
(Parlett and Hamilton, 1972) and gained support through its more _ 
critique of traditional (unilluminating) evaluation; and its articulation of the 
neglected role in education of anthropological and historical styles of re- 
search. It follows that curriculum processes should be interpreted as pro- 
foundly influenced by the culture of the school or learning milieu through 
which teachers and students interact, and by their unacknowledged but 
distinctive concerns. Thus an evaluator needs many ways of gathering evi- 
dence, especially interviews and participant observation, before he can un- 
derstand what really matters to the participants, and what measurements 
may have most meaning. The breadth of observation minimises any tendency 
for the evaluator’s findings to be channelled by the course designer's or 
administrator’s expectations. i 
But to digest and summarise such varied forms of evidence the curriculum 
evaluator needs exceptional skills of interpretation. In practice there is a 
danger that illuminative evaluations turn out to be unacceptably subjective 
or banal, though much progress in disciplined curriculum case study is now 
being made (Shaw, 1978). Moreover, such approaches complement rather 
than supplant larger-scale, quantified approaches. See also: curriculum evalu- 
ation, process model of curriculum design. 
Further reading 
Parlett, M., and Hamilton, D., Evaluation as Illumination in D. Tawney 
(ed.), ‘Curriculum Evaluation Today’, Macmillan, 1976. 
Stake, R., The Countenance of Educational Evaluation, ‘Teachers’ College 
Record’, 68, 52340, 1967. 
Shaw, K., Understanding the Curriculum: The approach through Case Stud- 
ies, Journal of Curriculum Studies’ 10.1. 1975. (See Part 1, ch. 4) r 
Implementation Implementation is a curiously ugly term for a curiously ill- 
articulated aspect of human experience, that of translating a complex con- 
ception or plan into new patterns of action. Its commonest use in the cur- 
riculum field has been to diagnose failures of curriculum innovations, shifting 
attention from their design and diffusion to the difficulties which teachers 
encounter, after their decision to adopt innovations, in applying them In 
their working situation, Thus implementation has been defined as the actual 
use of an innovation, or what an innovation consists of in practice (Fullan, 
1977), This conception enables two perspectives on implementation to be 


distinguished. The first analyses the degree to which an idea, method Or 
course is put into practice, and its 


Thus major influences on im 
innovation (its complexity, 
characteristics of the adop! 
school, etc.); the nature of external incentives, such as promotion, and 
political influences. The se : 

to the innovation itself a 


Frequently the adopting school or teachers do not change; they ‘knock the 
edges off the innovation i 


initiated within the school. See also: dissemination styles of curriculum 
development, change-agent, P = 
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Further reading 

Fullan, M. and Pomfret A., Research in Curriculum and Innovation Imple- 
mentation, in ‘Review of Educational Research’, 47/2, pp. 335-97, 1977. 
Holt, M., ‘Schools and Curriculum Change’, McGraw-Hill, 1980. 
McLaughlin, M., Implementation as Mutual Adaptation, in ‘Teachers Col- 
lege Record’, 77/3, 1976. (See Part 1, ch. 4) 

Incident method (process) This variation of the case study can be of two forms. 
In one form trainees are given a short description of an event or incident 
and then must ask questions to secure sufficient information to propose 
solutions. In the other form the participants describe real-life incidents, 
which the group attempts to answer. Their answers are compared and con- 
tested with the real-life events. (See Part 1, ch. 12). 

Income-contingent loan This is a type of loan which might be offered to stu- 
dents, on condition that they promised to pay a fixed proportion of their 
income in the future until the loan was repaid. The amount which a graduate 
would pay each year would, therefore, depend on his rate of earnings. Such 
a system differs significantly from the type of student loan scheme in oper- 
ation in the USA or in some Scandinavian countries, under which graduates 
repay their loans in fixed instalments, in the same way as mortgages are 
repaid in this country. There has been only one small-scale experiment with 
income-contingent loans in the USA. Their wider use has been advocated 
by several economists. (See Part 1, ch. 5) 

Independent management education and training institutions It is impossible to 
state how many of these exist in the UK. The most comprehensive listing is 
in National Training Index, Course Organisers Section, although there are 
many other sources of informaiion. They all have a number of things in 
common. First, they are concerned with the provision of education and 
training for experienced people, usually of managerial level but also at lower 
level (supervisory). Second, they provide an enormous range of activities, of 
almost any duration, on almost any subject. It is possible to find a course on 
anything from accounting through sensitivity to working methods, with a 
length of one day up to three months, for generalists or for specialists. Third, 
they are all commercial and need to make profits, and must thus deliver a 
product the client needs, wants and is satisfied with. 

Some have been in existence long enough, and have achieved enough 
good work, to possess a kind of momentum based on recommendation. 
Rarely does a client organisation examine closely the value received. Some 
spring up overnight with the latest fashionable product (often presented as 
a panacea) to disappear as rapidly. a 

Any intending user must ask himself some questions before committing 
himself, his organisation, his manager Or his money. First, what needs does 
the particular manager have? Second, what is it that we want him to be able 
to achieve after the course? Third, what content, what methods and what 
style must the course possess to achieve what is wanted? Only then should 
considerations be made of cost, time and the particular institution. Unfor- 
tunately, most British managers go on a course because of one or all of: they 
liked the look of it; their boss/colleague/subordinate went and enjoyed it; 
their boss decided it was good for them; they have a friend/contact/ex- 
colleague at the institutions; and so on. Only rarely is a proper analysis 


made. 


Most of the institutions in this sector offer in-company, allegedly client- 
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based, services. The normal business criteria (of cost against benefit) used 
to select consultants should be applied. 

Independent school An independent school is any school at which full-time 
education is provided for five or more pupils of compulsory school age, not 
being a school maintained by an LEA or a school in respect of which grants 
are made by the Secretary of State. These schools are fee-paying; most of 
them are boarding schools; and with some exceptions there is division at the 
age of 13 between preparatory schools (age 8-13) and what are usually 
known as Public Schools (13-18). 

The independent schools are subject to the provisions of part 3 of the 
Education Act 1944 (which became fully effective in 1959) and the Education 
Act 1980. All such schools must be registered, and it is illegal to establish 
and maintain a school which is unregistered. The Secretary of State may 
refuse to register a school if the buildings, the staff or the education provided 
are unsuitable. There is provision for the school to appeal against the Sec- 
retary of State’s decision to the Independent Schools Tribunal. (See Part i; 
ch. 1) 

Independent television The educational output of the independent television 
companies is co-ordinated through the Independent Television Programme 
Planning Secretariat (Education), which also co-ordinates the print back-up 
to the broadcast output. Under the Independent Broadcasting Authority Act 
1973 the IBA is required to appoint an advisory body to give advice on 
policy and planning related to educational programmes. This it has done 
through the Educational Advisory Council, a Schools Committee, and an 
Adult Education Committee. (See Part 1, ch. 7) 

Individual differences Every person is different from every other. The science 
of individual differences, which gave rise to the current field called psycho- 
metrics attempts to classify and quantify these differences. Attributes are 
therefore defined and measures constructed so that they demonstrate (or 
even exaggerate) the differences between people on that attribute oniy. (See 
Part 1, ch. 6) 

Individualised instruction Students differ from each other in the background 
knowledge they bring to a situation, in their learning habits, and in many 
subtle and complex ways. There is therefore a need to consider how teaching 
methods (instruction) can be adapted to the need of the individual. 
Pater A i A practices ignore the need for individualised instruc- 
In this type of a fae Si merely displaying knowledge to a group of students. 
aiie eather re oe differences are often treated as a nuisance 

‘The good t ech get the group to conform to a common standard. 

g cacher has always recognised the need for what amounts to the 


personal touch and has encoura i 
; ged students to think and act for themselves. 
There now exists a variet T 


a y of methods and techniques (referred to at the end 
of the entry) which go towards the concept of individualised instruction. 
However, they do not pr. 
efficient way of presentin, i ing i 
e g the materi: ng 1s 
involved, a bette: sr ag i e 


Part 1, ch. 9) » Keller plan, self-teaching techniques. (See 
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Individually prescribed instruction It was developed by Glaser and others at 
the University of Pittsburgh in the 1960s. The students’ work is guided by 
individual prescriptions of instructional activities. Detailed educational ob- 
jectives are used and pre-tests are given before, and post-tests after, each 
unit of material. The Open University uses a similar system of objectives and 
self-assessment tests. (See Part 1, ch. 9) 

Indoctrination Although it would be agreed that the word ‘indoctrination’ 
conjured up the idea of undesirable type of instruction, it is not easy to 
pinpoint the precise nature of this undesirability. Hence the differing criteria 
provided by different writers: 


1. Wilson suggests that indoctrination occurs with certain types of subject 
matter, Similar methods used in politics and mathematics would amount 
to indoctrination in the former but not in the latter. 

2. Hare argues that, as religion could be either indoctrinated or not, the 
difference must depend upon methods. The educator encourages cri- 
ticism, the indoctrinator does not. 

3. White is concerned with the place of intention in indoctrination. He 
also wonders whether facts could be indoctrinated. Could a teacher set 
about ‘indoctrinating’ that Australia was not an island? 

4. Smart suggests that the indoctrinator and educator differ fundamentally 
in their attitude towards persons. The educator is committed to beliefs 
about the dignity of persons. The indoctrinator is not. 


Criticism has centred on indoctrination in politics or religion, But why not 
extend the possibility to any area where more than one hypothesis is possible? 
The possibility of indoctrination in the area of health education has not been 
explored, but the deliberate suppression of knowledge of side-effects of 


drugs would seem to be an example. 
Further Reading 
Hollins, T. H. B. ( 
1964. 
Langford, C. and O'Connor, Dik, 
cation’, Routledge & Kegan Paul, 1973. . 
Snook, I. A. (ed.), ‘Concepts of Indoctrination: Philosophical Essays’, Rou- 
tledge & Kegan Paul, 1972. 
Snook, I. A., ‘Indoctrination an 
1972. (See Part, 1, ch. 13) 
Inductive reasoning Inductive reasoning S| 
premises strictly allow. Thus from the 


Xs the investigator may go on to asse! b 
such reasoning provides probability, but not certainty. (See Part 1, ch. 13) 


Industrial Society The Industrial Society has grown into one of Britain’s leading 
advisory bodies in people management and industrial relations. It also pro- 
vides extensively for training in these subjects. It is independent and self- 
financing, relying on income from subscriptions and activities. It has some 


14,000 member organisations, drawn from all sectors of the economy, in- 
cluding private and public industry, trade unions, government bodies and 


employers’ associations. 
It aims to promote the fullest 


ed.), ‘Aims in Education’, Manchester University Press, 


‘New Essays in the Philosophy of Edu- 


d Education’, Routledge & Kegan Paul, 


tates more in the conclusion than the 
examination of a group of sample of 
rt factors about all Xs. The result of 


involvement of all people in their work in 


order to increase the effectiveness of organisations and the satisfaction of 
individuals in creating the goods and services which the community needs. 
This has led the Society to specialise in leadership (the action-centred lead- 
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ership ideas of John Adair), managemenv/union relations and pein 
communication and the development of young employees. : ag i : 
communications it is a strong advocate of the briefing group idea. 

interest in training overseas nationals. 
athe ee has per ts advisory services for both members and Bor 
members, in personnel and industrial relations, consultancy vann it 
research. It publishes a well-received range of practical booklets e Aog 
general title ‘Notes for Managers’, as well as books, pamphlets an gui ae 
to current topics. It produces audio-visual Programmes for training, a 
dealing with its specialised areas of interest. Further information iem 
Industrial Society, Robert Hyde House, 48 Bryanson Square, London 
1BQ, 01-262 2401. (See Part 1, ch. 2) 

Industrial Training Act 1964, and Employment and Training Act 1973 In ioe 
and onwards pressure grew from industry, commerce, the trade unions He 
eventually from Government for an overhaul of industrial training in ne 
UK. The British Association for Commercial and Industrial Education Lee 
CIE) played a significant part in providing both a platform and a focus oi 
this pressure. Eventually, in 1964, the then Conservative Government intr % 
duced the Industrial Training Act. The objectives of the Act were: to wa 
an adequate supply of properly trained people at all levels in industry; # 
secure improvements in the quality and efficiency of industrial training; a 
to share the cost of training more evenly between firms. The aims of the FA 
were carried through by the creation of the Industry Training Boards i ‘ 
Powers to levy money from all firms in their industries and to pay grants tc 
firms who carried out effective training. ; ii 

By the early 1970s there was a great deal of discontent in industry Ww! 
the levy/grant system in particular and the administrative burden of the ITBs 


. ings 
generally. This led to pressure on the Government to review the working 
of the Act, 


detailed revis 
Act 1973 by 
The Manpower Services Commission was created with under it the Employ- 
ment Servic 

Major re’ 
the introduction of the exem 
completely from the levy/gra 
ITB’s funding is now draw: 
MSC. The Labour adminis 
through the MSC and its Divisions major interventions in employment an 
training, through soci 


s n of public money. Whether the nation receives 
value is debatable. 
The government has rece 


The ntly produced a white paper, ‘The New Training 
Initiative’, proposing radic; 


al chan; 


he rest will be replaced by voluntary arrange 
ments. (See Part 1, ch. 11) 
Industrial Training Service This 
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From 1964 to 1974 the ITS was sponsored by the former Central Training 
Council (dissolved by the Employment and Training Act 1973) and the 
Department of Employment. Following the re-structuring caused by the 1973 
Act, the ITS has been sponsored since 1974 by the Manpower Services 
Commission. 

While remaining true to its original aims, the work of the ITS has expanded 
considerably to deal now with all facets of training, manpower and organ- 
isational development. It concentrates primarily on issues relating to the 
problems and potential of people within organisations. In addition to the 
ITS public courses and seminars, it offers an excellent advisory and consul- 
tancy service based on a commissioning process by which a client asks ITS 
to solve problems rather than offer pre-determined solutions. The ITS also 
undertakes research, so it maintains a high degree of exploration and inno- 
vation in its work. ITS has developed a strong overseas base and has carried 
out assignments in a large number of countries in all the continents. 

The Manpower Services Commission appoints the 14 non-executive direc- 
tors, from industry, the unions, education and other sectors of UK society. 
ITS has 35 consultants based in the major industrial centres of the UK. 
Further information can be had from ITS’s Head Office, 73-75 Mortimer 
Street, London WIN 8HX; 01-637 8876-7. The Director and Secretary is J. 
P. de C. Meade, OBE. Regional offices are in: North: Wetherby (0937) 
63531; London and South-East: Head Office; Northern Ireland: Belfast 
(0232) 22471; Scotland: Glasgow (041) 221 4067; Wales and South-West: 
(0222) 43441; West Midlands: West Bromwich (021) 553 4408. (See Part 1. 


ch. 11) 


Industry Training Board (ITB) These Boards were created by the Secretary of 


State for Employment under the Industrial Training Act 1964, as amended 
by the Employment and Training Act 1973. Boards consist of a Chairman 
with an equal number of members of employees and employers and a smaller 
number of educationalists. ITBs have responsibilities for: strategic views of 
the manpower and training needs in their industries, judged against national 
priorities; ensuring a sufficient amount of training is achieved; and effective 
standards of training. They are empowered to operate through exemptions, 
levies and grants. They may provide through special provisions like key 
training grants. They are able to offer direct training services, and they 
produce training recommendations which their industries are expected to 
apply. Of the 23 Boards 16 have now been established as statutory bodies. 
The industries concerned must however have satisfactory voluntary arrange- 


ments for training. 

The Boards now report to t 
Services Commission. Most 0! l 
ernment (i.e. tax-payers’) money divert 
training boards are: 


he Training Services Division of the Manpower 
f the ITBs’ funds are now derived from Gov- 
ed through the MSC. Examples of 


Engineering Industry Training pore T Box 176, 54 Clarendon Road, 
Watford, Herts. WD1 1LB, Watfor Uia a 

Road Transport Industry Training Board, Capitol House, Empire Way, 
Wembley, Middlesex. 


(See Part 1, ch. 11) : i er 
i he past been largely paper-based. 

Information technol Information has in the ) i 
Now severely AbD, of information which has ae described as 
‘a convergence of interest between electronics, computing and communica- 
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tions’ (Barron and Curnow, 1979). Developments in this field involve com- 
puters, data banks and switching for the information networks which are 
being set up. View-data systems like Prestel in the UK give access to an 
interactive computer via the normal telephone system. The increased avail- 
ability of information and the possibilities in the use of such interactive 
systems will have considerable implications for education. Also important 
will be the increased use of microcomputers and a closer look at educational 
communication in general. 

Further reading 

Barron, I. and Curnow, R., ‘The Future with Microelectronics’, Frances 
Pinter, 1979. 

Hills, P. J. (ed.), ‘Trends in Information Transfer’, Frances Pinter, 1982. 
(See Part 1. ch. 9) 

Inner London Education Authority The administration of education in London 
was changed in 1965 when the London Government Act 1963 came into 
force, creating the new unit of Greater London, which incorporated the 
former counties of London and Middlesex and parts of Essex, Kent, Surrey 
and Hertfordshire. Twenty of the outer London boroughs became Education 
Authorities but in the inner boroughs (in the area of the former London 
County Council) the Inner London Education Authority (ILEA) was cre- 
ated, which precepted on the GLC and, after the Local Government Act, 
1980 received a block grant directly from central government. Membership 
of ILEA consists of the councillors of the Greater London Council who 
represent the inner London boroughs, together with-one representative from 
each of the inner boroughs. It is the largest Education Authority in the 
country, with a population of some 3,000,000 people. (See Part 1, ch. 1) 

Innovation strategies Innovation strategies imply the development of new ideas 
which are disseminated and utilised. As in the case of strategies for educa- 
tional research, there are some simplified models. The first model assumes 
that by heavy central investment of funds to initiate a sequence of basic 
PRE came a and the trial versions of the ideas, a mass pro- 
very mich igang materials can be disseminated to a passive user. It is 
ekoa a rom the centre outwards. The other extreme model 
ideas, tries and roi A ri ae problem. The user then searches for 
enabler. This modél has i awed to solve his problem; the outsider is an 
beyond the Systematic dissemination and utilisation policy 

r One user. Attempts at a middle road have been the basis of some 
recent curriculum development. Teams of teach d to 
meet together to solve a comm of teachers have been encourage 
and modify them. When « Ries Problem. The teams try out innovations 
phase is initiated. Each of the AE moa is available the dissemination 
new group of teachers, who in tu eal teachers vall ag ats nuicless fora 
a chain development bas da will become disseminators. In this way 

> Sonal AET, Aia satisfying and real dissemination 
The advantage of the fi rather than on imposed formal contact. 


ipa rst model is the tight c is 
control is difficult to maintain using the S ae from the centre. Thi 
Further reading model. 


Lippitt, R. et al., 
1958. 
Rogers, E. M. and Shoemaker, F. | 

> ©. L., ‘Communication of I tions: A 
Cross-Cultural Approach’, 2; ion of Innovations: 
Part 1. ch. 8) sed nd ed. (New York), Free Press of Glencoe. (See 


The Dynamics of Planned Change’, Harcourt, Brace, 
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Instructional specification This is part of the systematic approach to training 
and consists of a statement of the objectives, learning strategies, teaching 
aids and testing procedures of a particular course of training. It usually also 
contains notes on administration of the course, staff lists and timetable. (See 
Part 1, ch. 11) 

Instruction schedule For the purposes of instruction it is often necessary to 
prepare a detailed breakdown of skills. Instruction schedules attempt to 
define the best learning sequence to bring the trainee to proper work stan- 
dards as quickly as possible. (See Part 1, ch. 11) 

Insurance (including actuarial work) Insurance covers the major branches of 
the industry: general, life, motor and liability, property and marine, and 
aviation. The Chartered Insurance Institute provides qualifications by ex- 
amination leading to Associateship (ACII) and thence to Fellowship (FCII) 
for those wishing to pursue a career in insurance. In addition, the major 
companies provide in-service training. New entrants seeking qualification 
need an Ordinary National Certificate in Business Studies of 3 A-levels or 2 
A- plus 2 0-levels. A pass in English is required and one A-level pass must 
be in an academic subject. The Corporation of Insurance Agents is a profes- 
sional association of those people who are accredited agents of the insurance 
companies and who practise as agents in conjunction with other professions 
or occupations. Qualification (for Fellow or Associate) is by age and practice. 

Actuarial work refers to those who are engaged in the statistical calculation 
of insurance risks and premiums. The Institute of Actuaries provides an 
examined route to Associateship, followed by practical experience for Fel- 
lowship. Examinations are grouped into A and B, and the Actuarial Tuition 
Service provides tuition, mostly by correspondence. Entrance standards are 
high, and include mathematics. For graduates, an honours degree in statistics 
or mathematics including statistics gives some exemptions. $ 

The Faculty of Actuaries provides examinations leading to Fellowship 
(FFA). Tuition is available from the Actuarial Tuition Service. The Char- 
tered Institute of Loss Adjusters has examinations leading to Associateship 
and then, by practical experience, to Fellowship. The entrance requirements 
are similar to those of the Chartered Insurance Institute. The Association of 
Average Adjusters is the professional institution for marine loss adjusters. 
It provides for membership through examinations and seein ge $ 3 to 
5 years depending on previous qualifications, or 8 years without articles. 


Further information can be had from: 


The Chartered Insurance Institute, 20 Aldermanbury, London EC2V 


u nek —— Agents, 63 Great Cumberland Place, 
ne paces earn Tan Hall, High Holborn, London WC14 7QJ; 
ier ‘Actuaries, 23 St Andrew's Square, Edinburgh EH2 1AQ; 
eek Institute of Loss Adjusters, Manfield House, London WC2 
pe Raat i sters, Irongate House, Duke’s Place, London 


Association of Average Adju 
EC3A 7LP; 01-283 7671. (See Part 1, ch. 2) 
ion i f organising learning in 
Integrati ed studies) Integration is a way © 
which sitet within an activity Or problem draws upon more than one 
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subject or discipline. In higher education it is generally called interdiscipli- 
narity. The immediate appeal of the idea at school level lies in its promise 
of an alternative to subject-centred curricula that seem abstract and frag- 
mented. Thus curriculum integration has been most influential in primary 
schools, for example in the ‘integrated day’, in which children’s work is 
organised around broad areas of study, and in some lower secondary schools, 
where integrated studies with 12- and 12+-year-olds may soften the transition 
from primary school without impairing the subsequent run-up in established 
subjects to examinations at 16-plus. 

In practice, however, integration is an umbrella-term whose effective ap- 
plication depends upon solutions to major problems of its logic and its 
practicality. The particular problem of the former is: how exactly are differ- 
ent subjects to be ‘integrated’? Different answers are possible: first, to accept 
the distinctness of subjects but to articulate cross-links between them when 
questions arise in one subject which entail recourse to another; second, 
integration through over-arching ideas, topics or themes, for instance, ‘com- 
munication’ as an idea to link language-teaching and expressive arts; thirdly, 
integration through study oriented to practical thinking, leading, for exam- 
ple, to decisions on courses of action, or designs for vocational or leisure 
activities, etc.; fourth, the integration that ensues as the pupil's personal 
interest, crystallised perhaps through project work, stimulates him to assim- 
ilate new perspectives to his interests. Problems of the practicality of inte- 
gration give rise to organisational solutions with equally varying emphases, 
ranging from periodic liaison between departments to thorough-going ream 
teaching or the merging of departments. These solutions invariably reflect 
their social contexts and act back on how decision-makers actually interpret 
the ‘logic’ of integration. For example, the adoption of integrated studies in 
the lower Secondary school can be seen as dependent as much upon its 
weaker social constraints as upon teachers’ curriculum aims and grasp of 


knowledge Structures. See also: structure, enquiry model, core curriculum, 
curriculum control. 


Further reading 
Open Universit 
‘The Integrate; 
ae a Ata A Project, ‘An Introduction to Integrated 
eneral meaning without being well defined. 
ne teacher says to another that ‘Johnny is 
nintelligent’, this will immediately convey 
boys will progress in response to teaching. 
between any two people's ideas about what 
his might suggest. On numerous occasions 
out what a university student has done and 
intelligent of him to do so. Yet university 


bility, whereas others emph 
particular area. The ability t 
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originality are all supposed to be aspects of intelligence. Given the diversity 
of these concepts, all of which are aspects of intelligence, it may seem 
pointless to try to group them under one heading. If forced to do so, 
however, it may be possible to abstract the common elements of each so 
that a definition would run something like this: ‘Intelligence is an underlying 
attribute which describes the potential for changing behaviour or for selecting 
appropriate previously learned behaviours to be applied in a new situation 
with a minimum of wasted motion.’ 

This definition requires that there be change either in the behaviours of 
the person or the situation in which the person finds himself. Change is a 
necessary part of the definition because, no matter how complex certain 
behaviours are, merely applying them to familiar situations is not an expres- 
sion of intelligence. Thus a person applying the skills of differential calculus 
to a well exercised problem is not showing intelligence. However, when 
learning to carry out differential calculus he was changing his capacity to 
behave in new ways. Therefore learning complex behaviours is an expression 
of intelligence. Applying these skills to familiar problems is an expression of 
attainment rather than intelligence. 

The question of whether it is useful to have such a general concept of 
intelligence has been long debated. It may help to consider a simple analogy. 
People often talk about a general ability in sport, such as an ‘eye for the 
ball’. However, ‘eye for the ball’ will not explain why some people are good 
at tennis and others are good at badminton or cricket. At times it may be 
useful to consider people’s ‘eye for the ball’ in trying to explain or Predict 
success in a number of sports. However, such a concept has severe limitations 
and other concepts such as ‘athletic’ or ‘perseverant’ may provide valuable 
alternative or additional explanations. Intelligence suffers from a similar 
problem of providing an easy overall explanation for certain events which 
often covers a host of other, more particular attributes. Current research 
number of factors which have been identified through 
to some of the major factors which the reader 
educational (V. ed), general intelligence (g), 
| orientation, visualisation and in- 


generally refers to a 
factor analysis. Names given 
may come across are verbal i 
reasoning, verbal comprehension, spatia! 
duction. (See Part 1. ch. 6) 


e into wide use as a result of the growth in 
of this century. C. Burt defined intelligence 
hich underlies all complex processes 
be defined in operational terms for 


Intelligence is a term that cam 
mental testing in the early years 
as ‘an innate, general, cognitive ability’ w 
of reasoning. Intelligence soon came to Ae e 
all S E eaa defined in terms of the individual s a on 
standardised tests of abstract reasoning: intelligence was what intelligence 
tests measured. The statistical abstraction of the intelligence quotient led 
some to the misconception of intelligence as a fixed and ae ae 
like height or weight; such misconceptions led to many 0 the injustici 


tl - f selection. en 
Eea are more concerned with the study of aie 
behaviour rather than the reification of intelligence. The stress is upon the 
activity of the individual when he is exposed to certain kinds n Saponine, 
This change in emphasis has led to a reconsideration of the n eo s iiy 
in determining intelligent behaviour and an increased emp! asis npa "e 
influence of the environment. Deciding upon the criteria for specifying n 
telligent behaviour still poses considerable problems. Typical tests of intel- 
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ligent behaviour include tests of reasoning requiring the ability to educe 
relations and correlates as well as memory items and word and number 
series. Other tests are designed to tap kinaesthetic and spatial abilities. 
Psychologists favour a profile of intelligent behaviours rather than a single 
global score. However, numerous forms of intelligent behaviour have proved 
far from easy to measure. Creative ability, musical talent and competence 
in coping with the practical situations of daily life can still not be adequately 


assessed. See also heredity and environment, cognitive style, educational 
assessment. 


Further reading 
Butcher, H. J., ‘Human Intelligence: Its Nature and Assessment’, Methuen 
1968. (See Part 1, ch. 4) 

Intelligence A, B and C Hebb distinguished between Intelligence A, the innate, 
genetically determined potential for intelligent behaviour which sets the 
limits to the individual’s capacity to respond intelligently, and Intelligence 
B, the level of development which results from the interaction of Intelligence 
A with environmental influences. Neither A nor B can be directly measured. 
Vernon suggested that the term Intelligence C should be used to designate 
the sample of Intelligence B obtained from a standardised test. 

Further reading 


Child, D., ‘Psychology and the Teacher’, 2nd ed., Holt, Rinehart & Winston, 
1977. (See Part 1, ch. 14) A 
Intelligence quotient The intelligence quotient, or IQ, is a measure of intelli- 
gence. It was originally calculated by dividing a subject's mental age, 0b- 
tained from a test, by his chronological age and then multiplying by 100. IQ 
Scores are now computed on the basis of how far the individual’s score 


deviates from the mean score obtained by all individuals of his chronological 
age. 


Further reading 
Cronbach, L. J., ‘Essentials of Psychological Testing’, 3rd ed., Harper & 
Row, 1970. (See Part 1, ch. 14) 
Intelligence tests Intelligence usually relates to cognitive and intellectual ca- 
Pacities Such as: perceiving, thinking, imagining, learning, recalling. The 
main problem in attempting to measure intelligence is whether there is a 
basic common factor or a range of interrelated factors making up intelligence 
(for example, is spatial ability something special and different from ‘general’ 
intelligence?) Different psychologists have different opinions. One of the 
originators of intelligence tests, Binet, is quoted as saying ‘To judge well, to 
comprehend well, to reason well, these are the essential activities of intelli- 
gence’ (Vernon 1960). Many early intelligence tests were heavily dependent 
on language, which precluded their use with learners of limited experience 
in reading. Some tests are administered by individuals to individuals using 
equipment which may in turn give a bias to spatial abilities. Yet other tests 
attempt to mix language, mathematics and spatial ability. Again, earlier tests 
were heavily dependent on cultural background; more recent tests attempt 
to achieve a culture-free base, These tests are often designed to be admin- 
istered to groups for economy of time. Many tests allow only a limited range 
of people to administer them because of the need to follow a fixed routine 
and to be able to interpret the data, which may be presented in standardised 
form (see standardised Score). Such tests will have been administered tO 
samples of the target population. Standardised tests are usually available 
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through national agencies such as the National Foundation for Educational 
Research in the United Kingdom. 

Further reading 

Vernon, P. E., ‘Intelligence and Attainment Tests’, University of London 
Press, 1960. 

Wiseman, S., ‘Intelligence and Ability’, 2nd ed., Penguin, 1973. (See Part 
1, ch. 8) 

Interaction analysis The idea of interaction analysis is to study the interaction 
between teacher and learner, learner and learner. The variables to be studied 
will depend on the purpose of the research. Some researchers go in with 
pre-specified ideas of what to look for and keep checks on a checklist or 
grid. (See Part 1, ch. 8) 

Interactive skills (inter-personal skills) This is the general term for the skills 
veness, in person-to-person and person-to-group 
relationships. It revolves around personal sensitivity to the behaviour, with 
or without reasons, of others. Training methods include T-group, and in- 
creasingly the behaviour analysis school known as DIS (developing interac- 
tive skills). 

Further reading 

Rackham, N. and Morgan, T., 


Hill, 1977. (See Part 1, ch. 12) 
Interest in comparative education Since the Second World War the number of 


comparative education courses being offered at universities and colleges of 
education has increased greatly. The earliest courses in this country were 
established by Kandel in 1905 at Manchester, and Hans in London in 1930. 
Eventually the major centres of comparative education proved to be at the 
University of London Institute of Education under J. L. Lauwerys, N. Hans 
and B. Holmes, and the Teachers College, Columbia University in New 
York under I, K. Kandel, R. King Hall, G. Z. F. Bereday and D. G. 
Scanlon. These two centres, separately before 1957 and jointly thereafter, 
published Yearbooks of Education. In terms of research the Yearbook was 
devoted to a different international theme each year, until 1974 when pub- 
lication ceased. Themes covered included guidance and counselling, the 
secondary school curriculum, education in rural areas, etc. (See Part 1, ch. 


2) : ' 
International Association for the Evaluation of Educational Achievement (IEA) 
ut of a meeting of a group of 


This organisation, founded in 1959, arose © é z 
AINE from 12 countries. These met during the 1950s in order to 
discuss the efficiency of the variou: 

At the first meeting a pilot study 
W. Foshay, the director of the Horac 
tation. This study involved 10,000 13-yea! 


Tests were given to them in reading oo. : 
mathematics and non-verbal ability. This feasibility study convinces he 


members that such cross-national studies were viable, and a larger project 
designed to assess achievement levels in mathematics in 12 conne T 
developed. The results were published in 1967 and subsequently tl - 

was made permanent. Studies to assess the relation between teacher ehav- 
iour and achievement levels, learning strategies and pre-school education 
have also been implemented. The projects were partly sponsored by 
UNESCO, the Institute of Education, Hamburg, and the Centre for Com- 


parative Education, Chicago- 


involved in personal effecti 


‘Behaviour Analysis in Training’, McGraw- 


s educational systems. 
was launched under the direction of A. 


e Mann Institute of School Experimen- 
r-old children in twelve countries. 
hension, geography, science, 
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The influence of the sociological and the empirical approaches are marked. 
The attempt to provide cross-national variables which were viable proved to 
be difficult. Some comparativists have not always shown as much appreci- 
ation of the IEA’s efforts as they might have done, since qualitative assess- 
ments are often valued in preference to the empirical and quantitative data 
on which IEA studies place such high reliance. 

Further reading 

Foshay, A. W. et al, ‘Educational Achievements of thirteen-year-olds in 
Twelve Countries’, UNESCO Institute, 1962. 

Husen, T., ‘International Study of Achievement in Mathematics’, 2 vols, 
John Wiley, 1967. (See Part 1. ch. 3) 

International Association of Universities (IAU) Founded in 1950 to promote 
co-operation between academics and to aid universities; co-operates with 
IEA and UNESCO on projects. 

Further reading 


Bowles, F., ‘Access to Higher Education: the International Study of Uni- 
versity Admissions’, UNESCO, 2 vols, 1963, 1965. (See Part 1, ch. 3) 

International Bureau of Education (IBE) The International Bureau of Education 
was established in 1925 in Geneva and came under UNESCO in 1969. It is 
now the major documentary section of UNESCO. Its store of data includes 
the computerised indices which contain details of documents concerning 
major policy changes, reform and innovatory procedures effected in many 
countries. 

The IBE distributes a Newsletter giving details of the activities of com- 
Parativists, listing appropriate books and journals, and providing synopses 
of reports and governmental papers. Other work undertaken by IBE includes 
acting as the Liaison Office for Comparative Education and linking the 
academic community and international agencies. This office co-operates with 
the World Congress of Comparative Education Societies in sponsoring the 
Newsletter, selecting bibliographies on topics such as ‘Innovation in Second- 
ary School Curricula’, and in publishing case materials of various projects, 


for example, ‘Innovation in Singapore’ and ‘A Community School in 
Yugoslavia’. 


Further reading 
Tretheway, A. R., ‘Introd 
1976. (See Part 1, ch. 3) 


International Council for Educational Media (ICEM) ICEM is an international 
organisation whose members represent national organisations responsible for 


the production and dissemination of educational films and other audio-visual 
materials. More than 30 nation 


bly of the Council. 


ucing Comparative Education’, ch. 8, Pergamon, 


novation and development, 


co-production, and international exchange, 
ICEM holds an annual week o! 


P f screenings of educational films and an annual 
con hie Under contract from UNESCO, the Council has carried out a 
number of research contracts on national and international media organis- 
ation (See Part 1. ch. 7) 


International Institution of Educational Planning (IIEP) The International In- 
stitute of Education Planning is the UNESCO centre which offers advanced 
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courses in educational planning and research and publishes studies and bib- 
liographies devoted to these topics. Address: 7-9, Rue Eugene-Delacroix, 
75016, Paris. (See Part 1, ch. 3) 

Intervention Among the several schools of organisation development is that of 
the intervention theory, based on the work of Argyris. It deals with the 
actions taken by a third party (the so-called change agent) in influencing the 
processes of an organisation. 

Further reading 
Argyris, C., ‘Intervention Theory and Method’, Addison-Wesley, 1970. (See 
Part 1, ch. 12) 

Intra-regional study Deals with comparisons between two or more regions in 
one country. The reference given below makes comparisons between edu- 
cation in Northern and Southern Ghana. See Foster, P. J., ‘Education and 
Social Change in Ghana.’ (See Part 1, ch. 3) 

Intrinsic (contrasted with extrinsic) This term is frequently used by education- 
ists who wish to emphasise that some pursuits are valuable in themselves and 
not as means to a desirable end. The difficulty lies in the justification of such 
‘intrinsically worth-while pursuits’. (See Part 1, ch. 13) wadi ; 

Introversion-extraversion Introversion-extraversion Is a personality dimension 
along a bipolar continuum that is favoured by Eysenck. The introvert is shy 
and private, plans ahead and has tight emotional control. He is reliable and 
sets high ethical standards. The extravert is sociable and outgoing, his emo- 
tions are given free play. He is impulsive and quick to lose his temper. He 
likes action and is not particularly reliable. 

Furt i 
meters d ‘The Structure of Human Personality’, 3rd ed., Methuen, 
1970. (See Part 1, ch. 14) 


Investment An important distinction is drawn in economics between invest- 


ment, representing the purchase of capital assets which ea nt ied 
Provide benefits in the form of income oF output in the ee 
sumption, which is expenditure on goods and services inten p 


immediate but short-lived benefits. A 
There has been considerable debate in the past about pie I ea 
On education should be classified as investment < spice a which 
have tended to distinguish between vocational Se an Gost a 
they classify as investment, since it increases the tuture wo e aia 
educated workers, and ‘education for its one sehen education iss both a 
consumption. It is now argued that expend p : both immediate and 
consumption and an investment aspect, since it provi ras Part 1, ch. 5) 
long-term benefits for the individual and for society. ( "5 mean ea is used 
Ipsative Ipsative is a form of measurement where a te Aue Ou 
to anchor his other scores. Thus each score reflects vipers ea Ne 
Strengths and weaknesses, without showing how mien is often used for 
Telation to another person. This form of = camels, dioe tudes 
Measuring attitudes, where We want to ee be possible for another 
which a certain person holds most strongly. 7'in his attitudes. (See Part 
Person with identical scores to be much stronge 


1, ch. 6) 

Item The word ‘item’ is used in educa 
Which is marked ‘pass’ or ‘fail’ in a test. 
With the questions in a test, and in many Ay bea 
However, the units in a test need not necessary 


tional measurement for the basic unit 
To most people this will be identified 
cases the words are interchangeable. 
tual questions in the 
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sense that they require a question mark at the end of the sentence. For 
example, some test items are statements which require the testee to indicate 
whether they are true or false. Another reason for not using the word 
‘question’ is that examinations often set questions which require long answers 
and are complex to score. An item is a much smaller unit which has strict 
and relatively easy instructions on how to be scored, such that individual 
judgments are minimised. (See Part 1, ch. 6) 

Item analysis When deciding what items should be included in a test there are 
many considerations to make. Even an experienced item writer cannot be 
sure that all the items he writes will be problem-free. Questions such as 
whether the items are too difficult or too easy or whether they are free from 
any ambiguities cannot be answered by scrutinising the content. It is necess- 
ary to see how people respond to the item in real life. To do this items are 
administered to relevant groups of people whose answers become the data 
which can then be analysed. 

A standard item analysis assumes that the group of people can be con- 
sidered to differ only along the attribute measured by the items. We can 
then obtain a score for each item (i.e. number of people who passed it) 
which is the Opposite of the usual procedure where a score is obtained for 
each person (i.e. number of items passed by each person). The score for 
each item can be converted to a Percentage to give an index of difficulty. 
What is appropriate will depend on the purpose for which the test is con- 
structed, but decisions at this stage will determined the shape of the distri- 
bution of scores we would expect on the final test. We can therefore tailor 
Our test in order to provide the kind of distribution we require. 

__The second major index in a standard item analysis is the discrimination 
index (described separately). Further refinements can be added to the item 
analysis such as discarding the worst items and recalculating the indices thus 
reducing the ‘noise’ produced by these items. It is also possible to look at 
the errors that are made in order to understand better how the item is being 
aem oacneg; In multiple-choice items, for example, it is sometimes found 
is porta ag choices distract the better pupils because there 
ë x ch it could be considered correct, It may therefore be 
posibi to improve the item by changing this distractor. 
x a ne oe or reject items. It provides more information 
it. The decision’ to selon on erstand what is happening when pupils a 
ensure that aspects such as the b must remain with the test constructor 
alance of different items in the test remains 


a Pia oye merely provides a certain kind of feedback which is 
constructor’s informatio: i s him to 

select appropriate items, n about the items and help 

Further reading 


‘Short cut Statistics fo x , à 
Princeton, 2nd edn., aaa Tests’, Educational Testing Service, 


Guilford, J. P., ‘Fundame: 


McGraw Hill, 1978, ntal Statistics in Psychology and Education’, 
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theory is based on the individual item as the main unit. Test characteristics 
are the summations of the individual item characteristics. Second, the items 
don’t just describe how people have responded; they also predict how other 
people will respond. This is because ICC theory makes assumptions about 
how people interact with the items they are asked to attempt. These as- 
sumptions are defined as a mathematical model which relates person par- 
ameters to item parameters. For example, the simplest such model relates 
the person's ability to the item’s difficulty and makes the assumption that 
when a person’s ability is equal to the item’s difficulty, the probability of the 
person passing the item is 50 per cent. This can be written mathematically 


like this: 


Probability of person x passing item y = ald a = ability 


l+a/d d = difficulty 


d then a/d = 1 and the probability is therefore 1⁄2 or 50 


Thus when a = 
item characteristic curves as follows: 


per cent. This model defines its own 


1 


probability of passing 
item with 
difficulty d 


ability 
< 


ility of passing the item increases, and the 
hically. Different models have different 
lve greater numbers of parameters. 
mensionality of attributes and 
the unit is now the item rather 


As ability increases, the probabi 
curve displays this relationship grap! 
item characteristic curves and can invo! 
Such models provide scope for investigating di 
for providing flexible testing procedures, since 
than the test. 

Further reading 
‘Journal of Educational Measurement’, 
Part 1, ch. 6) 


No. 2, vol. 14, Summer 1977. (See 


Job analysis This process, by which a job is examined in detail, aims to identify 
component tasks. It is used for purposes other than training (although this 
is most frequent) such as work-place design, bench layouts and so on. It is 
one of a group of techniques including Training within industry and skills 


analysis. (See Part 1, ch. 11) 
Job enrichment/enlargement Jo! 
at work derives from greater res 
work of Herzberg. Job enlargmen 
greater variety into work produces 
rotten jobs may still when put toge! 


b enrichment holds that increased satisfaction 
ponsibility. The theory owes much to the 
t suggests that restructuring to introduce 
satisfaction. This ignores the fact that five 
ther form a rotten job. (See Part 1, ch. 11) 
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Jullien’s Plan Early comparative studies were carried out by philosophers 
and travellers; and during the nineteenth century educational borrowing = 
practised by administrators whose writings and recommendations bore tl e 
imprint of the expert in the field and were more systematic than the studies 
ir predecessors. 

pe EiT from the first group to the second was marked by the 
appearance in 1817 of Jullien’s plan. M. A. Jullien de Paris, moved by the 
moral turpitude of the French public, tried to help the situation through a 
thorough reform of the French educational system. To further this aim he 
published ‘L'Esquisse et Vues Préliminaires d'un Ouvrage sur L'Éducation 
Comparée’. His plan was based on three assumptions: 


(1) that to reform one’s own system one had to look to the example of 
others; f 
(2) that a piecemeal examination of other systems would not be effective 
in providing viable data for reform; and 

(3) that the successes and failures of foreign systems could only be evalu- 
ated thoroughly when a systematic and comprehensive collection of edu- 
cational data had been completed. 


An Educational Commission would be established, charged with the task 
of collecting facts and observations about education in foreign countries. 
These data would be categorised according to certain principles and arranged 
in analytical charts to facilitate easy comparison. In this way a system of 
comparative education, analogous to comparative anatomy, would be estab- 
lished. The data would be collected by means of questionnaires sent out to 
other countries, which would provide information of various types. The 
Educational Commission would be responsible for disseminating their find- 
ings. Jullien showed little interest in what happened outside the school, but 
did recommend the creation of a Normal College charged with improving 


teacher education and promoting appropriate innovations in educational 
practice. 


Further reading 
Fraser, S. E. (translator), 
17’, Teachers College, Col 
Kazamias, A. M. and Mass 
Chs. 1-2, Prentice Hall. ( 


‘Jullien’s Plan for Comparative Education 1816- 
umbia University, 1964. 


ialas, G. B., ‘Tradition and Change in Education’, 
See Part 1, ch. 3) 


Kandel’s approach In his monumental work ‘Comparative Education’ Kandel 
dealt with a fundamental problem felt by democratic countries. This problem 


concerned the reconciliation of the rights of the individual with his position 
as a member of society and the state. Th 
interaction of educational 


forces were reconciled by t 
of developing national ch: 
dealt with the relationshi 
elementary education, seci 


nder the categories given above. i 
essential first stage of any research. 
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Then followed an explanation or interpretation of the forces which gave rise 
to that educational system. The third stage was a comparative analysis of the 
differences between educational systems and their antecedent causes. The 
fourth and final stage sought to establish general principles based on the 
recurring patterns which had been identified by the researcher. 

In order to cope with the difficulties of such a vast undertaking Kandel 
utilised a broad historical approach backed by comparatively few references 
indicating his sources. Furthermore, the comparative element in his work 
was usually given at the beginning of each chapter and consequently much 
of his work achieved a level of generality not acceptable to comparativists 
today. 

Further reading 
Kandel, I. L., ‘Comparative Education’, Houghton Mifflin, 1933. (See Part 
1, ch. 3) 

Kay-Shuttleworth, Sir James Phillip, first baronet (1804-77) James Kay as- 
sumed the name Shuttleworth on marriage in 1842 and was created a baronet 
in 1849. He trained as a doctor in Edinburgh. On returning to his native 
Manchester, he acted as honorary physician to the Ardwick and Ancoats 
Dispensary, and was active in establishing the Manchester Provident Society 
and the Manchester Statistical Society. In 1835 he became an assistant 
poor-law commissioner in East Anglia, where he promoted the education of 
workhouse children. As Secretary of the Committee of the Privy Council on 
Education, 1839-49, he introduced a series of grants to encourage school 
managers to extend and improve the voluntary schools. 

Further reading 


Tholfsen, T. R. ed., ‘Sir James Kay-Shuttleworth on Popular Education’, 


Teachers College Press. (A recent critical assessment.) (See Part 1, ch. 10) 
Keller plan This is also known as the personalised system of instruction. In its 
original form it consists of a set of self-study units taken by the students at 
their own pace. Mastery of a unit must be demonstrated before going on to 
the next one. A completed test is discussed with a tutor and if a student fails 


a test it must be repeated. 


F. R 
urther reading in ‘Journal of Applied Behaviour 


Keller, F. S., Goodbye Teacher . - - K ca 
Analysis’, 1 (1) Spring 1968, pp- 79-89. (See Part > © 
Key results Key eat analysis is a definition of the key tasks that must be 
performed in a job with the necessary standards and MEMON to Teeni 
achievement. Key results areas (KRA) define the task bes tasks w! ot se 
provement significantly increases and/or where failure pro a ep a 
inishment in organisational effectiveness. ie ges ce element in the 
i , objectives. (See Part $, cn. 
ralaeipaes Jere ea es Commission and the Industry 


Key training grants The Manpower Se 4 
Training haris decide from time to time to provide grants to promote and 


support particular training activities, usually am at EEEE ang 
It is difficult to establish their effectiveness in achieving A 


1, ch. 11) 

Knowledge The evaluation of know 
important task of the philosopher Aaa 
lems have also given considerable time A 
therefore be eeil to see how a ea sociologist wi 
approaching the question: what 1S knowledge? 

Ayer has ee knowledge in the following manner: 


ledge claims has long been regarded as an 
But others interested in educational prob- 
he analysis of knowledge. It may 
ould differ in 
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S can legitimately claim to know P if 
S accepts P, 
S has adequate evidence for P, 
P is true. 


Thus the philosopher is laying down the formal conditions of knowledge; 
‘feeling sure’ is not sufficient. The notion of knowledge is tied to that of 
evidence. Also, it is suggested, if P were not really true, one would be in the 
position of having to say that one did not ‘really’ know P. Knowledge could 
therefore be defined as ‘justified true belief’. But there are difficulties here. 
It frequently happens that the evidence which was adduced in favour of P is 
insufficient. One can only be confident in an assertion to ‘know P’ if one 1s 
also confident about the strength of the evidence. The philosopher is insistent 
that there are standards distinguishing knowledge from belief. But he may 
well be sceptical about whether these standards are applicable in particular 
cases. 

The sociologist of knowledge would be less precise in his differentiation 
between knowledge and belief. But the chief difference would be in his 
analysis of standards, as he would be less willing to admit the existence of 
any precise standard of knowledge, and any absolute way of distinguishing 
knowledge from belief, and truth from falsity. See also: sociology of know- 
ledge, relativism, objectivity. 

Further reading 

Hamlyn, D. W., ‘Theory of Knowledge’, Macmillan, 1971. 

Ayer, A. J., ‘The Problem of Knowledge’, Penguin, 1967. 

iE; A., ‘Knowledge and Belief’ (ed. Griffiths), Oxford University Press» 


Popper, K. R., ‘Objective Knowledge’, Oxford University Press, 1972. (See 
Part 1, ch. 13) 

Knowledge utilisation The general idea of knowledge utilisation serves to focus 
analysis on the complex relationship in curriculum development between 
‘knowledge producers’ (for example, research agencies) and ‘knowledge 
users’ (for example, teachers). Why does the interaction betweeri the two 
tend to be ineffective? The problem has been clarified by the recognition oF 
three main models of knowledge utilisation and dissemination which can 
describe and guide the interaction (Havelock, 1971). The first model exhibits 
a rationalised or highly planned sequence, that is, a research, development 
and dissemination model (RD and D). For example, a central project staffed 
by curriculum specialists systematically tests and improves a new course © 
study, then mass markets it as high quality, user-proof product. The process 
seems efficient but in Practice may induce a hostile or passive response from 
users (teachers) unable or disinclined to adapt the product to the circum- 
stantiality of their teaching situations. In the second, social-interaction 
model, the take-up of curriculum ideas or materials depends upon teachers 
informal contacts, for instance, through a teachers’ group or subject associ- 
ation. Although this leaves the quality of the products and predictability of 
the Process uncertain, it often results in greater receptivity to new ideas- The 
crucial characteristic of the third model, the problem-solving model, is that 
it starts from the teacher’s own need and active search for solutions appt” 
priate to a ‘felt’ problem. Thus utilisation of ideas will be critical and sus” 
tained, though the educational merits of the problem solution (for example, 
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a new teaching method) depend upo 

ate Lewes, ) dep upon whether the teacher had access to 
It is possible to combine the strengths of each of the three models through 

a ‘professional centre’ in which teachers and researchers are brought together 

at appropriate times and places by co-ordinators or change-agents. But so 

far few educational systems have given this fourth ‘linkage’ model much 

Priority. See also: diffusion of curriculum innovation, support system, strat- 

egies of curriculum change, styles of curriculum development. 

Further reading 

Dalin, P., ‘Limits to Educational Change’, Macmillan, 1978. 

Havelock, R., The Utilisation of Educational Research and Development 

in ‘British Journal of Educational Technology’, 2.2, 1971, pp. 84-97. (See 

Part 1, ch. 4) 

Kurtosis Kurtosis is a description of the shape of a distribution with respect to 
how flat or how peaked it is. A normal distribution is taken as having no 
kurtosis. If the distribution is flatter than the normal distribution it is called 
platykurtic and if it is more peaked it is called leptokurtic. An index of 
kurtosis can be obtained using the following formula: 


individual values 


k= (x =x)‘ x 


mean value of x 


Ea 
i 


(x — x) 
This value is 0 for the normal distribution. If k is greater than 0 it is leptokurtic, 
and if k is less than 0 it is platykurtic. (See Part 1, ch. 6) 


‘labour market’ to refer to the complex 
by which the supply of labour and the 
d brought into equilibrium. Economic 
analysis of the labour market therefore includes analysis of the effects of 
wage and salary levels on demand and supply, the influence of employers’ 
hiring practices, and the influence of educational qualifications and other 
factors on the selection of workers by employers. (See Part 1, ch. 5) 
Language acquisition device (LAD) Chomsky maintains that all children show 
such competence in acquiring linguistic skills that they must have an innate 
potential to master language. He has suggested an hypothetical, innate fa- 
cility-the language acquisition device-which enables children to process, 
comprehend and respond to incoming linguistic signals and which leads them 
to develop for themselves the rules of language. 
Further reading 
Lyons, J., ‘Chomsky’, 2nd e! 
Herriot, P., ‘An Introduction to the Psyc 
1970. (See Part 1, ch. 14) 
Language and thought Animal 
for thought to take place. 
available, can learn to solve com] 
require some inner representation. 


Labour market Economists use the term 
set of relationships and mechanisms 
demand for labour are regulated an 


d., Harvester Presss, 1977. 
hology of Language’, Methuen, 


| studies have shown that language is not essential 
For example, monkeys, who have no language 
plex discrimination problems which must 
The interaction between language and 
thought has been an important concern of psychology and psycholinguistics. 

Some theorists, such as Whorf, have argued that language is essential for 
thought and determines the way that the world is viewed. The evidence does 
not wholly support this extreme view. Experiments in perception suggest 
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that all see the world in the same way. However, the concepts that are 
available in a particular language may well determine which aspects of 
experience are attended to. This view is exemplified by Bernstein’s work on 
restricted and elaborated linguistic codes. 

Piaget’s view is that thought precedes language and is necessary for its 
development. It is necessary for the child to have mastered the underlying 
concept before he can understand the verbal expression of the concept. 
Piaget’s stages of development illustrate the way this understanding comes 
about. 

Vygotsky’s view is that language and thought are initially quite separate. 
In very young children thought takes place without language; and equally 
the babbling of the young infant, he suggests, is language without thought, 
a proto-language used to attract attention and to please adults. At about 2 
years of age the pre-linguistic internal thought and the pre-intellectual ex- 
ternal communication through sounds combine and thought becomes verbal 
and speech rational. Over the next few years the child can be observed 
talking aloud about his internal thoughts as he uses the egocentric speech 
noted by Piaget. According to Vygotsky it is only after about 7 that the child 
learns to restrict his overt use of language to social communication and his 
internal use of language to his thoughts. See also: Piagetian stages of devel- 


opment, concept formation and attainment, language acquisition device, elab- 
orated and restricted codes. 


Further reading 


Greene, J., ‘Thinking and Language’, Methuen, 1975. 
Vygotsky, 


4 L. S., ‘Thought and Language’, MIT Press, 1962. (See Part 1, ch. 
4 


Language game Words derive meaning from their function in specific contexts 
or language games’. The sense of an expression can only be established by 
examining the ‘language game’ in which the word occurs. This is a reaction 
against the logical postivist inclination to label terms such as ‘God’ as ‘non- 
Sense’ because they lack a definite denotation. 

Further reading 
ih G Se Naema Studies in Philosophy’, Macmillan, 1968. 
nstein, ‘The Philosophical Investigations 1l, 1967. 
(Sse Part T oh. 13) pl igations’, 3rd ed., Blackwell, 
tenes cette training This is a development of discovery learning, which 
z ition to discovery techniques allows the learner to determine his own 
Programme at his own pace using methods that suit him best (in his judg- 


ment). It is based on the assumptio: i 
. It n th owe 
capabilities best, (See Part 1, ch. 12) AS 


re N performance is plotted against time to show the rate of 
AA n individual or group in achieving the accepted level of per- 
$ Tea 1 a ye certain characteristics, showing early rapid progress, 
For manual skills tee ie i rapid improvement to accepted performance. 

, 1 . . sae 
ch. 11) Petition and therefore Stamina is critical. (See Part 1, 


Learning, retentio i 
pe man recall Much of education is concerned with encouraging 
4 process of remembering can be broken down into three 


interrelated phases: learnin i 
: á B, retention oi i iod 
of time, and recall, when the | ren a Ted material overa a 


learned material į i jon 
ontot longserne ears, aterial is brought back into attentio! 


The simplest cognitive learning involves the formation of a link between 
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two or more items. For simple associations to be formed between words they 
must be presented very close together so that they can both be in short-term 
memory at the same time and can then go forward associated together into 
long-term memory. It is possible for such an association to be established as 
the result of only one presentation, but normally the more frequently the 
association has been repeated the more durable it is likely to be in long-term 
memory. When there is no meaningful learning to support the establishment 
of an association, then plenty of repetition and revision are called for. With 
plenty of practice such rote-learned material can be retained for long periods. 
Once rote-learned material has been partly forgotten it cannot be recon- 
structed from other material in long-term memory. 

Meaningful learning is far more efficient. No learner ever comes to a 
learning experience with a completely blank memory. Most cognitive learn- 
ing involves building upon a structure of existing concepts that are already 
within the long-term memory. If learning is meaningful and draws upon 
already established concepts in the cognitive structure, then even if part of 
the detail is lost during the retention period it can be reconstructed from the 
concepts with which it was associated in long-term memory at the time of 
recall. Recall involves an active reconstruction rather than a playing back of 


some fixed memory trace. 
Unfortunately, existing concepts can lead 

retention or at the time of recall. This is es 
new learning is inappropriately classified using existin 
Concept formation and attainment, attention and perci 
Proaches to learning. 
Further reading 
Gregg, V., ‘Human Memory’, Methuen, 1975. 
Hunter, I.M.L., ‘Memory: Facts and Fallacies’, 
ch. 14) 

Leicestershire plan The pattern 
in Leicestershire in the 1950s invo 


to distortion in learning during 
pecially likely to happen when 
g concepts. See also 
eption, cognitive ap- 


Penguin, 1957. (See Part 1, 


of secondary education which was developed 

Ived the transfer of all children at the age 
of 11 to a junior high school. At the age of 14 they could transfer to grammar 
schools on condition that they stayed on at least to the age of 16 to complete 
a two-year course. The ones who did not opt for a two-year course at the 
grammar school remained for a further year at the junior high school until 
they reached the then statutory school leaving age of 15. (See Part t ch. y 

Libraries The best library on training and education generally in the Pety 
Kingdom is at the British Association for Commercial and Industrial Edu- 
cation. Most large public libaries contain sections On business, commerce 


and so on. (See Part 1, ch. 2) 

Likert scale In a Likert scale of attitude measurement siainen e Sof 
a basis for getting the respondent to agree or disagree. The pa ee isa 
On the scale can vary. An even number of points Is used wl sa pee 
clear decision required, an odd number to allow an overall neutra j 
(See Part 1, ch. 8) 

a Ch. ¥ à i where 

Linear programme In programmed learning a linear programme ee the 
the programme consists of a number of steps oF frames belie of some 
student proceeds one after the other. Each frame mage i the wales is 
information, together with a question OF sme ee la ives thi 
required to construct an answer. The next frame of materia! gives A 7 para 
to the previous frame and poses à new question. Seee also: multiple-choice 
programme, Skinner, Pressey- 

189 


Further reading 
Markle, S. M., ‘Good Frames and Bad’, John Wiley, 2nd ed., 1969. (See 
Part 1, ch. 9) 

Linguistic code Basil Bernstein’s work on linguistic codes is probably the 
best-known feature of the sociology of education in Britain. Apart from his 
own studies, a number of associated studies have been produced under his 
direction by the Sociological Research Unit at the University of London 
Institute of Education. 

Bernstein claims that social class differences in forms of speech need to be 
understood as governed, at a level not directly observable in consciousness, 
by different linguistic codes carrying different sets of base-rules for 
language-use within social interactions. Members of the working class tend 
to use a restricted code, and members of the middle class an elaborated code. 
One of the key features of speech regulated by a restricted code is that it is 
context-dependent: it is embedded in a local social context in terms of which 
part of its meaning has to be supplied. Speech regulated by an elaborated 
code is context-independent: its meaning can be explicit. Communication in 
schools is characteristically based upon an elaborated code, and this, Bern- 
stein argues, presents a barrier to working-class children to the extent that 
their preference is to employ a restricted code. His argument here has been 
mistakenly linked with cultural deprivation theory, but his point is rather 
that if these children, although competent to use either kind of code, remain 
indifferent or resistant to meanings based on an elaborated code, they will 
be forfeiting access to the languages of control and innovation that can lead 
them to an understanding of the grounds of their own socialisation; and the 
extent of their readiness to use an elaborated code to gain such access will 


depend largely on the strength of their schooling’s classification and framing 
of educational knowledge. 


Further reading 


— B., ‘Class, Codes and Control’, vol. 1, Routledge & Kegan Paul, 


Bisseret, N., ‘Education, Class Lan 
Ng A guage and Id i an 

Paul, 1979. (See Part 1, ch. 15) ‘ ee 
Link course Schools and further educati 


i 0 on institutions run join’ rses for 
students in their last year of full-time E 


schooling, to hel he transfer 

fro i B» elp to ease the tr: 
R e Fhe, pa 1p agi start people on courses related to their 

TOV] ii . 

Part 1, ch. 11) > provide some introduction to the adult world. (See 
Literac; Š 
pee oe to which people could read and write was keenly 
system (see reli pace century both by protagonists of the voluntary 
past Giclniel Societies) and those who wanted to see it supplemented, 
relationship Gees Seran Economic historians, interested in the inter- 
s mic growtl i eae y 
cation, abandoning their Ba a and literacy, and historians of edu 


pational, regional, and chro: 
The difficulties of interpretin i 
took place some ten to fift SE are considerable: Marae” 


ei 
en years after the people concerned left school, 
190 


that is if they ever attended. The ability to sign one’s name on a particular 
day does not provide evidence of fluent literacy, nor does a mark in the 
register prove life-long illiteracy. There are, however, strong grounds for 
believing that those who could write could also read. Historians attempt to 
quantify reading ability mainly by analysing the output and content of the 
printing trade, books, newspapers, chap-books, tracts, and pamphlets. How- 
ever, the sale or free distribution of much ephemeral literature does not 
necessarily indicate that it was read. 
Further reading 
Hartwell, M., ‘The Industrial Revolution’, Metheun, 1971. 
Perkin, H. The Origins of the Popular Press, in ‘History Today’ VII, July 
1957, pp. 425-35. 
Stone, L., Literacy and Education in England, 1640 — 1900, in ‘Past and 
Present’, No. 42, February 1969, pp- 69-139. 
Webb, R. K., ‘The British Working-Class Reader, 1700 — 1848’, Allen & 
Unwin, 1955. x 
West, E. G., Literacy and the Industrial Revolution, in ‘Economic History 
Review’, 2nd series, XXXI, 1978, pp- 369-83. (See Part 1, ch. 10) 
Localisation This term refers to the policies of newly independent states who 
were concerned to replace expatriate administrators, technicians and edu- 
cators by their own people. (See Part 1, ch. 3) 

Local radio Local radio stations, of which there are now more than 20, broad- 
cast both formal and informal educational programmes. (See Part 1, ch. 7) 
Logical geography ‘Exploring the logical geography’ of a concept, or a group: 
of concepts was a phrase used by Ryle to illustrate the way in which concepts 
such as ‘the mental’ and ‘mind’ function. The method has been used by 
philosophers of education in analysing the relationship of such various 

concepts. 
Further reading 
Ryle, G., ‘The Concept of 
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guishing the different ways in which educational concepts are used. (See Part 
1, ch. 13) 

London polytechnics By 1900 London possessed twelve polytechnics built to 
enable young men and women who had left school to start work to obtain 
technical education in an atmosphere that offered opportunities for a wider 
cultural education as well. The academic work, conducted mainly on a 
part-time basis at night, ranged from the top level of an elementary school 
to that of a London University degree, for which candidates could study as 
external students. In addition there were classes in such trades as carpentry 
and bricklaying. Many of these London polytechnics formed the nuclei of 
the five polytechnics in the London area today, set up after the publication 
of the White Paper, ‘A Plan for the Polytechnics’, Cmnd 3006 (HMSO, 
1966). (See Part 1, ch. 10) 

Long-term memory The long-term memory is a hypothetical third stage in the 
memory process. It has an unlimited capacity and information can be stored 
there for indefinite periods of time. One unit of information can be trans- 
ferred to long-term memory from short-term memory about every five sec- 
onds. The size of the units of information that can be stored is dependent 


upon the existing knowledge of the learner. 
Further reading 


Gregg, V., ‘Human Memory’, Methuen, 1975. 


Baddeley, A. D., ‘The Psychol j 

Part 1, ch. 14) ychology of Memory’, Harper & Row, 1976. (See 
Lowe, Robert, first Viscount Sherbrooke (1811-92) Educated at Winchester and 

University College, Oxford. In Australia, 1843-50, where he acquired a 

distaste for democracy that was reflected in his opposition to parliamentary 

reform later. Leader writer of ‘The Times’. As vice-president of the Com- 

mittee of the Privy Council on Education, 1859-64, he introduced the Revised 


Code. 
S aaa of the Exchequer, 1868-73; Home Secretary 1873-4. (See 
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above and dis seid that thare raSi years used a narrower definition than 


Tesource most managers have is people. Henri Fayol argues that the manager 
plans, organises, controls and directs, and while we know this is too sim- 
plistic, by and large it is those four things a manager must somehow achieve 
if people are to be able to apply their skills to their jobs. 

Alongside the manager's responsibilities inside the organisation must be 
put his duties towards the community. All managerial work produces social 
effects, some of them potentially damaging (such as pollution from a man- 
ufacturing plant). The nineteenth-century attitude of laissez-faire (or its 
modern equivalent: as long as it is not illegal, we can do it) is far too narrow 
a view, and unacceptable. Therefore, management has today to try to meet 
the demands of employer, employees and society. The skills and knowledge 
needed have to be learned. (See Part 1, ch. 12) 

Management by objectives (MbO) This technique is attributed to Humble, 
although Drucker is probably the true author of the idea. It is a technique 
by which targets are determined for individual managers in order to achieve 
greater effectiveness in contribution to organisation results. It enjoyed con- 
siderable popularity in the 1960s, but the paperwork required was so exten- 
sive that most managers eventually rejected it. (See Part 1, ch. 12) = 

Management centres This item includes business departments of universities 
and other higher educational institutions. ; 

There is now a very wide range of management and business courses 
available, including National Diplomas and National Certificates, honours 
and ordinary degrees, masters and doctoral programmes (either general, like 
the business schools’ MBAs or specialist such as the MSc in Operational 
Research at some universities), and post-experience diplomas and certifi- 
cates. There are many courses leading to membership of professional insti- 


tutions and associations. ' 

While the major parties involved in the development, financing and use 
of these centres and departments (government, industry, the individual stu- 
dent and the educationalists) may differ in their aims, all are agreed that the 
primary and common aim is to develop the capacity and performance of the 


individual manager. However, how this can be achieved remains a matter of 
contention. Most of the difficulties facing the educational institutions arise 
n as an academic disci- 
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development suggests by its words that we are concerned with the develop- 
ment of the management of an organisation as a whole. It can thus be argued 
it is a set of procedures or processes by which the organisation, its objectives 
and the required performance of the managers is analysed; systems by which 
managers are trained to achieve that performance; and means by which 
performance, both of the organisation and its management, is assessed and 
evaluated. We are therefore concerned with developing the competence, 
abilities, skills and knowledge of management as a whole in order to improve 
organisational performance. This view suggests that team development is an 
important element of management development. Within this, manager de- 
velopment (that is, the development of the individual) is important, as is 
management training and education and planned experience. Appraisal is 
often the system by which individual performance is examined. 

Some careful distinctions need always to be made by the person responsible 
for management development in an organisation. First, it is critical to design 
any procedures so that they deal both with improving performance in current 
jobs and developing individuals for future jobs. The first is for all managers: 
the second only for those who can demonstrate their potential, either through 
the excellence of current performance or through the use of techniques like 
those used at assessment centres, or a combination of both. Second, individual 
attributes and personality characteristics, although important in terms of 
Personal relationships, must not cloud the judgment of performance. Third, 
the only practical and value-free way of assessing managerial performance 
is the maintaining of Progress against agreed objectives and targets. Fourth, 
no management will willingly inspect itself and its performance unless it is 
convinced that there is benefit (usually personal) in the process. Management 
development has to be sold. 

Further reading 

Humble, J. W., ‘Management by Objectives in Action’, McGraw-Hill, 1970. 
Farnsworth, T., ‘Developing Executive Talent’, McGraw-Hill, 1971. (See 
Part 1, ch. 12) 

Management development adviser This role first emerged strongly during the 
Popularity of the management objectives movement. An MDA is a person 
specifically responsible for the Management development process, either 
Wholly or in part, in an Organisation. (See Part 1, ch. 12) 

Management game (exercise) This usually consists of a controlled situation 
requiring responses from Participants to deal with an environment to attain 
Predetermined objectives. The environment and controlling rules may use 
modelling techniques to try to Tepresent business realities. Games and ex- 


e should accurately reproduce organisational realities. (See Part 1, ch. 


Managerial grid This technique is part of an organisational development ap- 
proach produced by Blake and Mouton. It places managers on a two-dimen- 
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peopl i on each dimension in an attempt to help people to 
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Reddin, W. J., ‘Managerial Effectiveness’, McGraw-Hill, 1970. (See Part 1, 

ch. 12) 

Manpower forecasting During the 1960s the idea became prevalent, particularly 
in developing countries, that it was desirable to plan the expansion of a 
country’s education system to satisfy the future demand for educated or 
highly qualified manpower,and to avoid shortages or surpluses of manpower, 
which would either cause a slowing-down of economic growth or a waste of 
scarce resources. Whether or not it is possible to forecast the future demand 
for specific categories of educated workers accurately is a controversial point. 

The idea of forecasting rests on the assumption that there are a number 
of fixed and rigid relationships between education and employment. The 
terms ‘manpower requirements’ and ‘needs’ assume there is a fixed and 
unchanging link between the number of workers employed and the level of 
output they produce. However, several research studies suggest that it is 

Possible to produce the same level of output with many different combina- 

tions of manpower and capital, and that the link between the level of 

education of workers and their level of output is a flexible rather than a rigid 
one. 

Similarly, there is dispute about whether it is Possible to speak of the 

educational requirements of a job, since the same job is often performed by 

people with very different educational qualifications and on-the-job training 
is often employed. See the item on substitutability for further discussion. 

In the U.K. there have been no attempts to plan the whole of higher 
education in the light of manpower forecasts, as attempted in the Mediter- 
ranean Regional Project (OECD 1963). However, attempts to forecast the 
demand and supply of teachers, doctors, and scientists and engineers have 
had considerable infiuence on the planning of higher education in Britain. 
These and other attempts at manpower forecasting ave: been assessed by 
Ahamad and Blaug (1973); they are highly critical of the value, and of the 
central assumptions of forecasting for the labour market. 


Furth i A 
Raamaa A SA Blaug, M., ‘The Practice of Manpower Forecasting’, El- 
Sevier, 1973, 
Parnes, H. S., ‘Forecasting Educational Needs for Economic and Social 
Development’, OECD, Paris, 1962. ; d 
OECD, ‘Planning Education for Economic and Social Development’, 1963. 
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sis (such as the likely outputs from schools, colleges and universities). Third, 
an appropriate action plan is prepared, covering recruitment and selection, 
training and development, and so on. 

If demand and supply cannot be brought into balance in an organisation, 
it rapidly falls into one of two conditions. It can become grossly over-manned, 
not only in quantity but in quality, with good men asked to do poor jobs. 
Such organisations will eventually experience heavy manpower losses as 
people leave for more satisfactory employment. On the other hand, the 
organisation may find itself under-manned, again both in quantity and qual- 
ity. This can lead to over-promotion, over-stressing, with individual work 
demands greater than the individual can carry. In both cases, and when 
demand and supply are balanced, education and training have a vital role in 
helping the organisation and its members to deal adequately with the en- 
vironment. Further information can be had from the Institute of Manpower 
Studies, University of Sussex, Brighton. (See Part 1, ch. 11) 

Manpower Services Commission (MSC) The Employment and Training Act 
1973 provided for the establishment of the Manpower Services Commission 
to operate the public training and employment services that were previously 
part of the Department of Employment. Some parts of these services were 
historically part of the Ministry of Labour, whose demise was so regretted 
by, amongst others, Ray Gunther. 

The MSC is separate from Government Officially, but is accountable to 
the Secretary of State for Employment for its activities in England, and to 
the Secretaries of State of Wales and Scotland, respectively, for its activities 
in these areas. Although it is supposed to be at arm’s length from Govern- 
ment the majority of its staff are established civil servants, its personnel 
Policies are controlled by the Civil Service Department, and the original 
concept of taking in, on contract, experienced practitioners from outside, 
sadly weakened. In addition, the Labour Governments of 1974-9 saw the 
MSC as a means by which they could intervene in the labour market to 
Protect and create ‘jobs’. Whilst the evidence of effects is mixed, the general 
view is that efforts like job creation schemes disguise the true extent of 
unemployment in the UK without necessarily contributing positively to econ- 
omic results. It is easy to do good with other people’s money. 

a MSC has 10 members who serve for three years: the chairman, three 
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marginal cost of enrolling one additional student may be less than the average 
cost, due to economies of scale. (See Part 1, ch. 5) 

Maturation Human behaviour is partly the product of learning, which results 
from changes in environmental stimulation. There are, however, some 
aspects of behaviour where the patterning and sequencing are under genetic 
control. Maturation is the term used to refer to these biologically determined 
processes of growth, development and ageing. 

Further reading 
Wright, D. S., et al., ‘Introducing Psychology: An Experimental Approach’, 
Penguin, 1970. (See Part 1, ch. 14) 

Mean The mean is a statistical term used for what is often loosely described as 

average. The term mean is specifically defined and is calculated by adding 


all the separate scores and dividing by the number of scores. 


E.g., examination scores of 30, 40, 35, 50 and 45 would have a mean of 
30 + 40 + 35 +50 +45 _ 200 = 40 
5 5 


(See Part 1, ch. 8) 


o the world and the way in which words 


acquire meaning has become an important problem in recent philosophy. 
The main theories are the following: (1) That words stand for ideas in the 
mind (John Locke). Criticism: as people vary in their formulation of ideas, 
the same word would stand for different ideas. (2) A word means what is 
stands for: denotation. This view was criticised by Frege, who pointed out 
the difference between sense and reference. The phrase ‘the morning star 
does not mean the same as ‘the evening star’ though both denote Venus. 
Frege also pointed out the importance of use in establishing meaning, with 
the advice that if ‘you want the meaning of a term look at its use’. E was 
developed further by Wittgenstein, who emphasised the importance of exam- 
ining the use of a word within a given context. (See Part ls ch. 13) 
Measures of central tendency Since there are few scales in educational measure- 
ment which can be said to have a true zero, some other reference point is 
required for anchoring a scale. Measures of central tendency oran 
provide such reference points. There are three main ea ake 
Median, the mode and the mean. The median is the score obtained by 
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distribution. The mean is the average score 
calculated by adding all the values (x) obtained by all the people a en 
dividing by the number of people (n). This can be written mathematically 


follows: 
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Figure (a) 
The values diverge in the fo! 


lowing manner when the distribution becomes 
skewed also in Figure (b): i 


MODE { MEAN 
MEDIAN 


Figure (b) 


The mean is the most important measure of central tendency, since it lends 
itself most easily to mathematical manipulation and plays an important part 
in general Statistical theory. 

Further reading 


‘Norm-Referenced Testing and the Standard Scores’, National 
Foundation for Educational Research Publishing Co., 1978. a 
Crocker, A, C., ‘Statistics for the Teacher’, 2nd ed., National Foundation 
for Educational Research, 1972. 

Guilford, J. p, s in Psychology and Education’, ch. 
‘art 1, ch. 6) 


the highest Scorer in the bottom quarter of the distribution. This can be 
Portrayed using the normal distribution, as follows in Figure (c): 
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Figure (c) 

More commonly used measures of dispersion are based on a different 
concept than range. This concept is the extent to which the scores in the 
distribution deviate from the mean. Thus we could subtract the mean score 
rom every obtained score (resulting in negative values as well) and summate 
these values without regard for the negative signs involved. Dividing ‘by'the 
Number of People (n) in the distribution gives the average deviation from 
the mean. Since ignoring the signs is highly non-mathematical, however, it 
'S usual to obtain the squared value of all the deviations, which makes all 
the Values positive. Summing these squared deviations and dividing by n 
8ives the average squared deviation which is usually called the variance. The 
aes root of the variance gives us what is commonly known as the standard 
‘viation (SD). The formula for the SD is therefore: 


SD = V2 (x -2)’) 
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Membership gradings There are for most institutions three main gradings, 
although these may contain subtleties peculiar to a particular institution or 
association. The three are: non-corporate, for those as yet unqualified; cor- 
porate, for those qualified and accepted; honorary, for distinguished mem- 
bers or outsiders. (See Part 1, ch. 2) 

Mental testing Mental tests can take many forms, and are widely used as both 
diagnostic tools and as predictors of future performance. Some tests are 
intended to assess intelligence. whilst others measure particular aptitudes. 
Educational tests are used to measure levels of skill in areas such as reading, 
mathematics and comprehension; yet other tests are designed to identify 
aspects of personality. To be of value a test must be both valid and reliable. 
Further reading 
Cronbach, L. J., ‘Essentials of Psychological Testing’, 3rd ed., Harper & 
Row, 1970. (See Part 1, ch. 14) 

Metaphysics 
Metaphysics is the study of what lies beyond our immediate experience. An 
empiricist would doubt the usefulness of such an enterprise. But a more 
moderate reaction would be to say that it may be fruitful to postulate how 
things may be beyond experience, for our actual experiences to be of the 
kind we know. (See Part 1, ch. 13) 

Methodological difficulties Investigators must be wary of the difficulties con- 
nected with research in comparative education. These difficulties concern 
relevant data, problem definition, comparability and terminology. The ques- 
tion of a relevant data is important: what are the sources of this information? 
How reliable is it? What ideological, institutional and personal bias is inher- 
ent in the data? 

Politicians are often ideologically biased, while governments tend to give 
that interpretation which places their activities in the most favourable light. 
Similarly, the commentaries of individuals may be distorted by prejudice 
against ethnic religious and ideological groups. The question of problem 
definition also created difficulties and has been dealt with at length by a 
number of comparativists. Those favouring the anthropological approaches 
to comparative education generally hold that ‘expert’ investigators define 
problems according to their own Preconceived value systems. These may 
have little or no semblance to the conceptions of the problematic situation 
held by the participants in the institution being investigated. Ideally the 
comparativist should be a participant observer. 

Other difficulties concern com 
compare France with Ken 
having common features, 


parativists: for example, is it feasible to 
ya or should comparisons be limited to cultures 
tugal? atures, such as England and Scotland or Spain and Por? 
ugal? There are similar difficulties concerning choice of system and in points 
of terminology: for example, the term ‘school-leaving certificate’ has different 
meanings according to which educational system is being investigated. This 
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T ge es Wikroduicinig Comparative Education’, Pergamon, 1976. 
19. L. F., mparative M 7 Sa i & 
Winston, (See Part 1, ch. 3) ethod in Education’, Holt, Rinehart 


Milk and meals The requirement placed on LEAs under the 1944 Act to 
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provide meals suitable in all respects as the main meal of the day was 
withdrawn in the Education Act 1980. This Act gives Authorities the discre- 
tion whether to provide school meals or not, what kind of meal to provide, 
and its price. They must however make ‘such provision . . . as appears to 
the Authority to be requisite’, without charge, for children whose parents 
are in receipt of Supplementary Benefit or Family Income Supplement. 
Facilities must also be made available for children to eat the food brought 
to school by them. 

Free milk used to be provided in schools, but in 1971 it was withdrawn 
from all children aged 8 and over except those in special schools. Under the 
1980 Act an LEA is under no obligation to provide milk at all, but it has the 
discretion to do so and charge appropriately. (See Part 1, ch. 1) 

Mixed-ability grouping This is the form of organisation where pupils are taught 


in classes which are not homogenous in academic ability. It is a reaction 
from the system of streaming by ability, which, it is believed, because of the 
‘self-fulfilling prophecy’, creates a hi- 


well-researched phenomenon of the i i] 
erarchy of excellence and develops feelings of failure and under-achievement 
even among those not of low ability. It avoids the situation in which staff 


tend to have preconceived notions of children’s abilities, and allows for 
better social integration into the school. Equally important is that it reflects 
the fact that a school has other values apart from academic excellence, such 
as care and compassion for others, pride in one’s work, consistency of effort 
and so on. In secondary schools mixed-ability classes are associated particu- 
larly with the earlier ‘diagnostic’ years. (See Part 1, ch. 1) 

Mobile instructor service The Training Services Division of the Manpower 
Services Commission provides this service. Instructors from TSD provide 
in-company training in special skills, usually engineering, for firms with 
particular needs. An economic fee is charged, except in assisted areas where 
it is free. The training is tailor-made and can last from one to eight weeks. 


(See Part 1, ch. 11) 

Modular training This, undoubtedly one of the few r 
duced by the Industrial Training Act 1964, was deve! 5 t 
Industry Training Board. The term is generally used to ases ae 
training programmes designed as a series or a related group, trom a ‘i 
selections are made according to need as a route to a qualification, usually 
at craft or technician level. 

It is used specifically to refer to the engineering craft oer. 3 
the EITB. The ‘Glossary of Training Terms’ (HMSO) say ie an ts 
Of training based on the concept of building up apinsana i A roup of 
as needed by the individual. Each module is based on a skill or group 


skills which analysis shows to be a visible unit in the 198 ni and 
a training element, an experience element, and where approp ip oa 
education element. The satisfactory completion ofa greta are 
denotes a recognised level of qualification, and the ch ee i, 
of further modules may lead to a higher level of a ot ap ell 
a module varies according to its content. The ave eS ope iia 
Flat ampo Lapp are pe le 
two appropriate modules is awardee’ a cra 

Other Toa? Training Boards have developed slar Seena 
basic pattern for craft training in the UK is moe uen R 
Success, the technique is now Vety widely applied by train ; 


even for programmes which do not lead to qualifications. 


esounding successes pro- 
loped by the Engineering 
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While accepting the great success of modular training, it is sensible to 

keep in mind the continuing shortage of skilled workers in the UK. The 
numbers entering such schemes (and others) is insufficient for national needs, 
partly because schools do not seem able to produce enough qualified can- 
didates and partly because training is subject to economic influences. Many 
firms still cut training expenditures when times are hard; and suffer the 
subsequent shortages of output and efficiency when times are good. An 
attempt by the EITB in 1978 to introduce further changes as a part-answer 
was unhappily not well received. 
Further reading Further reading can be found in the craft apprenticeship 
recommendations of the various ITBs and especially the EITB, P.O Box 
176, 54 Clarendon Road, Watford, Herts WD1 1LB, Watford 38441; ‘Glos- 
sary of Training Terms’, HMSO, 1971. (See Part 1, ch. 11) 

Monitorial system Both the Rev. Andrew Bell of the National Society and 
Joseph Lancaster of the British and Foreign School Society can claim credit 
-for introducing the monitorial system on a large scale. By using young 
children as assistants and breaking a lesson down into its simplest elements 
for them to teach to small groups of children mechanically, Bell and Lan- 
caster believed that one teacher could supervise a thousand children on his 
own. (See Part 1, ch. 10) 

Motivation Motivation is the process which leads the individual to attempt to 
satisfy some need. The simplest model of the relationship between motivation 
and learning assumes that when a need exists it will lead to a drive which 
will energise behaviour. This will result in the individual engaging in some 
appropriate behaviour in his attempt to satisfy his need. If the activity does 
lead to a reduction in the drive the activity will be reinforced, or 
Strengthened, so that it will be more likely to occur on future occasions. The 
Teinforcement that results from the drive reduction causes learning to take 
place. This is Thorndike’s law of effect in action. 


In some instances the need which leads to the learning may be easy to 
ite aaa and have its origin in biological processes such as hunger or thirst; 
olen instances the need may be much more complex and have its origin 
in oe Processes and the self-concept which the individual has. 

ee = iat a theory of human motivation in which he identifies 
order needs Site vena One another in a hierarchy. Lower: 
hierarchy influence behan oo partly satisfied before reeds Higer da ths 
needs which arise fro aviour. At the base of the hierarchy are physiological 
system; Sch. ae hin = an imbalance in the body’s homeostatic regulatory 
a need for love, wheal pon Next is the need for safety; then comes 
these needs are satisfied, a cant, o belongingaess With atkere, When 
will arise. At th 


e hierarchy of 
obtain knowledge and “a 


f psychology; theories of learning; 
. a ntion i . = - 
ing; achievement motivation. and perception; social aspects of learn 


Maslow, A. H., ‘Toward: E 
Reinhold, 1969. 5 a Psychology of Being’, 2nd ed., Van Nostrand 
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Verno; ‘ — 
Se? ang ie Motivation’, Cambridge University Press, 1969. 
louldi ‘ on 
o_o oo is held to be the authoritarian 
to produce and works ti tae ee to know what kind of person he wishes 
be in practice would po that end. How authoritarian the notion need 
produce. Thus the A | ats kind of person the educator hoped to 
also: education, growth, i oe ni growth metaphors tend to converge. See 
Further ony h, indoctrination. 
Deard reading 
Paul, mo og F., ‘The Philosophy of Primary Education’, Routledge & Kegan 
Sc , 
a L., ‘The Language of Education’, Blackwell (US ed.). (See Part 1, 
Multi 
ered school The idea of a school with thr 
but aiins cH the same building or in separat n 
school an ed separately, gained currency in the late 1930s. The bilateral 
multilateral why and modern, was a variation on the theme. For a while the 
School, defi soisi gained support as an alternative to the comprehensive 
secon is ned in Circular 144/1947 as ‘intended to provide for all the 
ation Ghee of all the children in a given area without an organis- 
Multiple-ch Siak (See Part 1, ch. 10) i 
test rl ice ‘Multiple-choice’ describes a response mode used in tests. The 
a E a of a number of items each one consisting of a ‘stem followed by 
a series ies alternative ‘answers’. The stem can bea question, a statement, 
answer c; figures or anything else that can be followed by an ‘answer - The 
rules, aries equally be anything that can be related to the stem by ene 
amongst e essence of multiple-choice is that the correct answer is hid = 
© corr a number of other distracting answers. The person has to ideak y 
to tate a answer or the answer which is nearest to being correct in order 
Mtiple-choik score for that item. (See Part 1, ch- 6) 
grammes te programme Unlike linear programm: eto Ti 
Tather r O not generally require a student to construct @ eran 
Selectj quire him to select one from a multiple choice of answers Pr a 
e ee of an answer is then followed by 4 frame of material whic ai 
suden S or otherwise of the answer. If the ~~ e 
oree directed to the next frame in the programme. If the a ci 
ect, the error is explained and the student then referred back to 


Next f 
urth rame of the programme. 
er rea ding 


ark] 
ch. 9 ©, S. M., ‘Good Frames and Ba 


ee sides, grammar, technical 
e buildings on the same site, 


eS, multiple-choice pro- 


d’, Wiley, 2nd ed., 1969. (See Part 1, 


ulti~sk; 
illin, 
i g The term has two meanings 3 
it i ` ; d to 
k pen i is used to describe the process bY which operators are traine 
eco, the full range of jobs in their section sean individual intl 
trai , it is used to describe the addition of S% bees 
ned j ESCH’ ur o on to take training in 
n one (as an apprentice electrician may E satisfaction 


Mechan; 2 : 
nical ski : te to increased jo! 
aiy : alee eee a mentiertargeren (See Part 1, 


fh ri ihe is closely related to job enr! 
stain make a direct input 


y always have 
th of a direct 


ducati hout 
catio i througho’ 
n Services Museums g! f museums mā 


educatio se O! 

ation system. Though the purP® sor prow 

Stensibly educative, recent years have seen a major £ 
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Useums 
© the 
cen o, 


educational development within museums with the appointment of educa- 
tional specialists, the creation of new materials and a new approach to 
presentation and information provision. Several museums have established 
educational resource centres. Though each museum or group of museums 
within an authority is autonomous, the Group for Educational Services in 
Museums does act as a co-ordinating and promotional body through which 


information and ideas can be exchanged between museums. (See Part 1, ch. 
7) 


National Certificates National Certificates are awarded jointly by the Depart- 
ment of Education and Science (in Scotland, the Scottish Education De- 
partment) and the appropriate professional institutions. They now cover a 
vast range of subjects. There are two levels. Ordinary National Certificates 
(ONC) take two years, part-time and are about GCE A-level standard. They 
are accepted by many colleges of higher education as an entry qualification. 
Higher National Certificates (HNC) are about first degree level, but in a 
narrower range of topics. They are gained by part-time study. 

It is intended that these will be gradually replaced by technician qualifi- 
cations laid down by the Business Education Council and the Technician 
Education Council. (See Part 1, ch. 2) 

National character This term refers to those characteristics common to certain 
national groups which differentiate them from other groups and which were 
shaped by their history, traditions, environment, and intellectual outlook. 
(See Part 1, ch. 3) 

National Colleges These have been established to provide advanced courses 
relating to particular industries or technologies, are independently managed 
but are designated by the Secretary of State for Education and Science and 
receive grants from his department. The Further Education Staff College, 

Coombe Lodge, Blagdon, Bristol BS18 6RG (0761 - 62503) seeks to improve 

the effectiveness of higher and further education. (See Part 1, ch. 2) 

ational diplomas These are awarded on the same basis as National Certificates. 

Ordinary National Diplomas (OND) are awarded for success in two-year 

full-time or sandwich courses and are approximately at GCE A-level. They 

are as acceptable as entry qualifications as ONCs. Higher National Diplomas 

(HND) are awarded on the basis of two-years’ full-time or three years’ 

sandwich courses. Standards are about pass degree level, and usually give 
exemption from some parts of the qualifying examinations of some profes- 
sional institutions. (See Part 1, ch. 2) 

National Examinations Board in Supervisory Studies (NEBSS) NEBSS was set 
up in 1964 to stimulate and co-ordinate suitable courses for supervisors. It 

rovision of courses for supervisors at all levels over the 

©, commerce and industry, and to provide and control 
rds to a Nationally accepted level. A major feature of 


e flexibility it offers course organisers, who may design 
for specialist grou] 


N 


aims to ensure the pi 
entire range of tradi 
examination standa: 
NEBSS work is th 
syllabuses to cater 


accept submissions 
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aspects, and communications. It must include at least 240 hours of formal 
instruction, on a day-release, block-release or full-time pattern. A project is 
compulsory, and the report of this helps to determine final awards. There 
are no educational entry requirements, but obviously intending students must 
be capable of benefiting from such a course. The Diploma in Supervisory 
Studies is a more advanced course. It has no formal examinations, but a 
rigorous assessment procedure is used. 

NEBSS recently introduced an introductory course, fulfilling a long-felt 
need for something to help people in supervisory jobs to re-enter the field 
of formal adult study. Many supervisors and managers are reluctant to 
undergo formal study, and this reluctance increases with age. The NEBSS 
introductory course is a sound, practical idea more institutions could with 
value undertake. Further information from: NEBSS, 76 Portland Place, 
London WIN 4AA; 01-580 3050. (See Part 1, ch. 12) 

National Federation of Community Associations The Federation in its aim of 
promoting new community associations acts as a liaison organisation between 
appropriate professional training agencies and voluntary bodies. It also pro- 
vides and promotes links with local statutory bodies that are pertinent to 
community associations. (See Part 1, ch. 7) à 

National Institute of Adult Education The Institute is a national centre of 
reference for all forms of adult education. As now constituted, it merges the 
former National Foundation for Adult Education and British Institute of 
Adult Education. Its governing council has representatives of local education 
authorities (appointed by the AMA, ACC, Welsh Joint Committee for 
Further Education and the ILEA), the universities, armed forces, Home 
Office and numerous national voluntary bodies. The Department of Edu- 
cation and Science appoints assessors. The BBC and IBA appoint observers. 
It may invite into associate membership national bodies promoting special 
Purposes amongst the adult population by educational means, and there is 
provision for individual members. (See Part 1, ch. 7) f 4 

National Training Index This is published by Graduate Appointments Ltd., 
Princes Street, London W1R TRB, 01-629 7262. It provides a comprehensive 
guide to what is available not only in the UK but also on a een 
national basis. It provides a guide to the providers of courses as well, bo! 


public and in-company. (See Part 1, ch. 2) a 
Necessary raha aan propositions are considered to be posi ir 
ally and eternally true because they could not be ld, sewers 
minded philosophers have insisted that such necessity i ne = ae 
upon analyticity. (See analytical oe AEE sta 
trasted with contingent statements. (See jh. 19, : 
New sociology of ccaban In ‘Knowledge and Control Ou EH ae Aa 
text of the ‘new’ sociology of education, Michael Young an i ae 
argue the need for the sociology of education to sevens as eur Teie 
tasks to investigate what the school or college amga mp pos i 
ledge. Their claim is that, since this ‘knowledge’ has pecan ia 
structed, it has to be assessed in the context of the social a aie F 
have shaped its content and the form of its me Grem Krd 
knowledge.) Contemporary phia E ae E be true or false 
i i at is pe tru false 
Paaie Se of the nature of the society in which it 


has : J D 
The ‘new’ be of education has, by taking this stance, attracted a 
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considerable amount of attention from the philosophers of education, and 
the philosophers have particularly singled out for attack what they see as the 
sociological relativism of the new movement. In ‘Society, State and School- 
ing’ (1977), edited by Michael Young and Geoff Whitty, the position taken 
in ‘Knowledge and Control’ is itself subjected to criticism, and a paper by 
Whitty specifically offers ‘Notes towards a reconceptualisation of the “new” 
sociology of education’. The purpose of this reconceptualisation is to elim- 
inate the dangers of a critique of knowledge based on Schutz’s phenome- 
nological sociology, such as the danger that the difficulties of effecting any 
radical change in education will be seriously underestimated. Educational 


change of a radical kind, it is now argued, can come only through the 
progress of the class struggle. 
Further reading 


Young, M. (ed.), ‘Knowledge and Control’, Collier-Macmillan, 1971. 
Young, M. and Whitty, G. (eds), ‘Society, State and Schooling’, Falmer 
Press, 1977. (See Part 1, ch. 15) 

Non-parametric statistics Data are collected where the number system does not 
have equal intervals (e.g., the difference between 2 and 3 is not the same as 
that between 18 and 19), or the numbers merely identify something (say 
question numbers). The statistics applicable are called non-parametric. (See 
Part 1, ch. 8) 

Norm, normative On a structural-functional analysis, the basic structure of a 
normative system or a normative pattern of culture is made up of sets of 
value standards of three kinds: cognitive, appreciative and moral. Of these, 
the moral standards serve to integrate the social system most comprehen- 
sively. Value standards are held in common by all members of a social system 
or sub-system. Norms are more specific rules of conduct which can apply to 
One individual's role without applying to his partners. Parsons claims that 
there are a few basic normative decisions universally structuring interactions. 


These are either/or decisions, and he calls them ‘pattern variables’. 
Further reading 


Parsons, T. and Shils, E. (eds), 
2, Harvard University Press, 19: 
Normal distribution A normal disi 
cally defined distribution as sho 


‘Toward a General Theory of Action’, Part 
51. (See Part 1, ch. 15) 


tribution is the name given to a mathemati- 
wn in the diagram. 


ee 


It is found that many real life dj 
heights of all i it 
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N -x-p)? 
Y= ee 
oV20 20? 


where Y = height of curve for particular values of X 
am = 3.1416 
e = base of napierian logarithms = 27183 
N = number cases 
p = population mean 
o = standard deviation 


(See Part 1, ch. 6) 
Norm-reformed measurement I 
the graph of a number of peopl 
a normal distribution. This kin 
measurements. Statistics are used W 
to be made. In educational testin; 
intelligence tests) and attainments ( 
distributed. It is not possible to p 
assumption, since we can neither dire 


Nor get consistent distributions using di 
by using a normal distribution certain mathematical advantages accrue. For 


example, there is a precise relationship between the difference of a score x 
from the mean score and the proportion of people who score more or less 
than x. A convenient term to identify some score differences is called the 
standard deviation (for example, 34 per cent of scores lie within one standard 
deviation each side of the mean). From this type of distribution can be 


derived standardised tests (see standardisation). 

By using the norm-referenced measurement it is possible to make com- 
parisons between distributions that are obtained and a normal distribution. 
From these comparisons statistical conclusions can be drawn on the proba- 
bility of the actual distribution occurring when related to a normal distri- 
bution. For further details a book on statistics relating to education, 
Psychology or the behavioural sciences should be consulted. 

Further reading t 

Garrett, H. E., ‘Statistics in Psychology and Education’. Longmans, 1966. 

Lewis, D. G., ‘Statistical Methods in niversity of London 
N Press, (See Part 1, ch. 8) 

ull hypothesis The null hypot 

between two groups. For exam 

ability of children in the east an 


f the height of a large group of people is taken, 
e against heights of those people would be 
d of distribution is commonly found in 
hich enable predictions and comparisons 
g it is often assumed that ability (see 
see examinations) will also be normally 
rove that this distribution is a correct 
ctly observe ability and achievement, 
ifferent questions or items. However, 


Education’, U! 


hesis is a formal procedure to test differences 
ple, it is required to compare the reading 
d the west of a country. A large sempat 
children ion would be chosen in a manner to prevent bias 
(for amine, ee er not include all rich children in the east and 
all poor children in the west). A set of tests on reading would be administered 
to each sample. If the test results of one group had much higher me than 
the other group we would pro p could read better. 


bably conclude that grou! 
If there was little difference in scores we would conclude that there was no 
difference between the groups: 


The problem is deciding what constitutes a 
‘large difference’ and a ‘little difference’. A nu! 


Jl hypothesis is a mechanism 
for testing the difference mathematically. The null hypothesis gives an exact 
base for mathematical testing because 1 


ts base is the assumption that there 
is no difference between the populations. It is comparable with the legal 
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decision of innocent until proved guilty. The basis of testing the null hy- 
pothesis in education often depends on the norm-referenced measurement, 
and the statistical techniques used would be parametric statistics. For other 
distributions and conditions the testing of the null hypothesis would use 
non-parametric statistics (see any book on non-parametric statistics for the 
distinction). 

Further reading 

Siegel, S., ‘Non-Parametric Statistics’, McGraw-Hill, 1959. 

Garrett, H. E., ‘Statistics in Psychology and Education’, Longmans, 1966. 
(See Part 1, ch. 8) 

Nursery school Nursery schools are educational establishments which cater for 
the needs of children between the ages of 3 and 5. They must be distinguished 
from day nurseries which meet the social need of caring for children when 
their parents are at work. The 1944 Act made it incumbent on LEAs to 
provide nursery education; but this section of the Act was not implemented 
because of the lack of accommodation and shortage of teachers in the 
Post-war period. 

The Plowden Report 1967 focused attention on nursery education and the 
formative part it could play in a child's early learning experiences. The 
nurseries provided verbal stimulus and opportunities for constructive play 
which were especially valuable to children coming from deprived or inade- 
quate homes. 

f After Plowden new nursery projects were included in building programmes 
e E priority areas, and there was further expansion after 1973 
ee alle — a substantial increase in full-time nursery places 
outsde the or Part-time places for 3-year-olds. Nursery education is still 
bn ne atutory period of school attendance, however, and tends to be 

* the first parts of the service to be cut back in periods of economic 
restraint. See also: playgroup. (See Part 1, ch. 1) 


Obj Obiective’ 
ony ke Thus ia re meanings. One is to do with the goal to which 
meaning to do with st in reading can be an objective. It also has a 
ments are based on aoa of the measurement system. Some measure- 
the effect of individual oan oii judgments. Objective measurements reduce 
one which can be scored b Jectivism to a minimum. Thus an objective test 1S 
y any person and the same result should be found. 


The system is ‘outside’ 
k side’ the per: Pr aes eager? 
impossible and that there Ales son. It can be argued that total objectivity 1S 


(See Part 1, ch. 6) nly a continuum from subjective to objective. 
Ee of intent for learning, which often includes the 
pected. It is usually a moce dakile e which that performance will be €x- 
(See Part 1, ch. 8) statement of intent than aims and goals. 
Objectiv y 
o EEA tn FET tations: (1) each question in a test relates 
allocated in one way. The sec yle of question where the marks can only be 
uesti i i 
Bee Ton iO teed ©-8. most of South America was colonised by 


ʻ F ž 
Spain. The correct answer i Dieu n sili 2 
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Further reading 
Thyne, J. M., ‘Principles of Examining’, University of London Press, 1974. 
(See Part 1, ch. 14) 

Objectivity Knowledge is assumed to differ from belief and opinion because 
the former is concerned with what is really the case and the latter with how 
things may appear to be. This may be summarised by saying that knowledge 
is concerned with what is ‘objectively true’ as opposed to opinion, which is 
concerned with the assessment of an individual or group. Knowledge, in this 
sense, assumes that there is an ‘external world’ and that this world can be 
known. Our knowledge is adequate or inadequate inasmuch as our ideas 
about how the world is, tally with how it really is. The main criticism of 
objectivity, expressed in this manner, is that of presupposing that we can 
experience the world ‘as it really is’ irrespective of our ideas and concepts 


about it. See also: relativism. 
Further reading 

Hamlyn, D. W., ‘Theory of Knowl 
O'Connor, D. J., ‘The Corresponde: 


(See Part 1, ch. 13) ; 
Observation schedules A whole range of observation schedules are used in 


educational research. Such schedules may, for example, assist the design of 
learning sequence, or enable systematic records to be kept of interactions 
between individuals or groups. An example of the simplest form of an 
interaction-schedule would be a list of statements to check whether certain 
activites have taken place (called a check list). Another simple form may be 
a plan of a room where the movements of individuals are plotted at fixed 
intervals of time. Others may list defined activities (¢.g., teacher asks learner 
a question) and use boxes in which ticks are placed each time the activity 
takes place and/or the time at which it occurred. More sophisticated systems 
may use a table in which a complex range of interactions is recorded: an 
example is interaction analysis. For carrying out an observation to assist the 
design of learning materials, two common kinds of scheme are used. If the 
learning is going to relate to physical control a skills analysis may be carried 
Out to identify the set of physical and co-ordination skills required. From a3 
relationships between the skills a learning sequence can be derived. In other 
activities a mixture of decisions and skills may be needed to carry outa task. 
By asking an experienced person to talk through their activities a task Gen 
can be carried out. Again a learning sequence can be derived. E t se 
kinds of activity such observation schedules are very powerful aids — 
design of learning. A whole range of other analytical and observation 


niques is used. 
Further reading 
Seymour, W. D., ‘Skills Analysis T 
Flanders, N. A., ‘Analysing Teaching 
(See Part 1, ch. 8) 
Occupational analysis This wide 
job specifications and job studi ‘ 
Produce a common title as an aid to pai pager 
and training, and employee relations. (See Part 1, c^. ; a 
Open-plan This phrase I ees the internal design of primary pe pat al 
the 1960s and thereafter. The traditional layout of lcst ans c on 
is replaced by a pattern of inter-connected teaching areas 0 TES sizes 
and functions. The basic concept derives from the fact that a class of, say, 
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ledge’, Macmillan, 1971. 
nce Theory of Truth’, Hutchinson, 1975. 


raining’, Pitman, 1968. 
Behaviour’, Addison-Wesley, 1970. 


ly used technique examines job descriptions, 


es to arrive at groupings of similar jobs to 
t and selection, education 


30 children will consist of individuals who vary in their interests, aptitudes 
and stages of development and who do not learn at the same pace. oe 
quently to have these 30 individuals engaged in the same learning activity a 
the same time is not the most effective way of organising the work. The aim 
is to tailor the curriculum more to the needs of individual pupils, so that the 
teacher will be dealing with individuals or groups, and only sometimes with 
the whole class together. There will be different learning activities being 
pursued concurrently, so the teaching area must be suitable for the relevant 
activities and the size of group likely to be engaged in them. For example, 
members of a class may be engaged in mathematics in the mathematics area, 
painting in the ‘wet’ area, project work in the resources area, or listening to 
a story on cassette at a listening post. The school will have areas suitable for 
these activities, some of them being shared between two or more classes. At 
the same time circulation spaces, instead of being corridors only, are organ- 
ically linked and incorporated with teaching spaces, thus maximising the 
areas available for learning. (See Part 1, ch. 1) 

Open University In 1966 a Government White Paper, ‘The University of the 
Air’, was published. The then Prime Minister, Harold Wilson, was strongly 
committed to the creation of an institution through which people could 
obtain qualifications through home study. In 1967, as a result of the White 
Paper, the Open University Planning Committee was formed; it reported in 
January 1969, and the University was granted its Royal Charter in May 1969. 
The first undergraduates were admitted in 1971, part-time undergraduates 
in 1972, and the first post-experience students in 1973. 

The University aims to provide opportunities of higner education for those 
who, for any reason, were not able to enter higher education immediately 
on leaving school. It also aims to provide continuing education for adults, 
including the provision of higher degree programmes. 

Many employers support employees taking Open University courses, not 
only because the course might be relevant to work but also because of 4 
sense of social responsibility. Of particular interest to many employers has 


been the OU's development of associate student courses. These, based on 
the growing awareness tha 


t initial education and training are not sufficient 
to last for a whole career, provide opportunities for adults to pursue their 
knowledge into new areas. The courses concentrate not only on the acqui- 
sition but also on the application of new knowledge. The courses are paf- 


Ourses for Associate Students, the Associate Student 
Central Office, Open Universit P. i 
(See Pact 1 eh to Y, P. O. Box 76, Milton Keynes. 


are generally over the age of 


1 : Be noniin 
order to apply. 21 and do not need academic qualifications ! 
The University’s und n , 
basic t Aa ones teaching programme began in 1971. The 


eaching material is specially written correspondence texts which the 
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student uses in conjunction with BBC radio and television programmes. 
There is face-to-face tuition at local study centres and at residential summer 
schools. A large number of study centres have been established in 13 regional 
groups covering the whole of the United Kingdom. (See Part 1, ch. 7) 
Operant conditioning The process of operant conditioning involves the modi- 
fication of behaviour by its consequences. Typically a relationship is estab- 
lished between some form of voluntary behaviour and a reinforcement. A 
subject is operantly conditioned when he has modified his behaviour to 
obtain the reinforcement or reward. A knowledge of the pattern of reinforce- 
ment enables predictions to be made about the individual’s behaviour. B. F. 
Skinner is the originator of work in this area of learning. 
Further reading 
Skinner, B. F., ‘Cumulative Record’, 
1972. (See Part 1, ch. 14) 
Operative This term refers to work p 


3rd ed., Appleton-Century-Crofts, 


ople who possess degrees of skill and 


knowledge of a narrower and often lower kind than those needed by crafts- 
men. Operatives carry out specific operations involving machinery or plant. 
The range of operative jobs, often called semi-skilled, is very wide in most 
industrial organisations. Numerically, operatives are usually the largest group 
of people in manufacturing industry. Something like half the work-force in 
the engineering industry, for example, are described as operatives. In con- 
Struction, the term is used somewhat more widely to include craftsmen. 
After the Industrial Training Act 1964 most Industry Training Boards 
(ITBs) gave operative training a high priority. Whilst this reflected the 
numerical size of the group, the major reason was probably that operative 
training was highly developed already. The exigencies of the Second World 
War had produced systematic training systems as a route to the production 
levels required by the war effort. Employers therefore understand the need 
for and benefits of good training for operatives. mon 
Most operative training systems aim to bring workers to a 
Worker standards as quickly as possible. Therefore, wide use 1s made of jo 
analysis, skills analysis and similar techniques. Most operative — i 
characterised by short learning times, standardised programmes, off-job, 


i i imi now- 
high manual-skill content, minimal education standards, and limited kı = 
ome development 1n further education 


ledge demands. There has been s seat 

Operatives, but it is limited to those jobs with a significant aay 4 

technical or supervisory skills. Because the effects of error can pose 

for, say, an operative involved in a high-technology process, Ít 15 

that the principles of the technology are understood. ass andl itt 
It is likely that as manufacturing becomes more fai irge 

mated many operative jobs will disapprt and taste become much more 

a much higher level of skills. Re-training 1S likely to 
important in the near future. (See Part 1, ch. 11) = 

Opportunity cost The opportunity cost of education A ciety. The measure- 
the real resources which are devoted to education : se ach CEA 
ment of opportunity cost must take into account res a e ‘ded in money 
time, which are not bought or sold, and therefore are oe ai ea 
expenditure on education. The usual Way of pons Value of students’ 
Of students’ time is by forgone earnings which ser ich the student gives 
time in the alternative opportunity o See Part 1, ch. 5) 
Up, when choosing to continue in eines eon, are social groups dither 


Organisation Organisations, aS 
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ures the value of all 


to outsiders or open to them only in accordance with gon 
paca by a leader or an administrative staff, under whose guidan 
EAN form of regular purposive activity is Saa PET ENE 
Analysis of the school as an organisation is possible rom ere eas 
erspectives. There can be, for example, a structural-function pecans 
A norms and goal-attainment, a symbolic interactionist or P 


i i racy, OF 
logical focus on members’ meanings, a Weberian focus on bureauc y 
a Marxian focus on alienation and conflict. 
Further reading 


ions’ i art 
Silverman, D., ‘The Theory of Organisations’, Heinemann, 1970. (See P: 
1, ch. 15) ; a 
Organisation development (OD) The organisation development (OD) ome 
ment has enjoyed explosive growth over the last decade and has unti ee 
escaped the rigorous criticism extended to other, earlier movements he 
management by objectives (MbO). The multiplicity of Meanings attac! RSE 
the term illustrates the Present confusions, and hence explains the ri 
freedom from attack. 4 
i i ed 
The central idea appears to be that interventions bya third party, mus 
to ensure an effective organisation, will cause the organisation to re; ae 
appropriately to changes, both within it and within its environment. 


me > is five 
the organisation will use best the capacities of its members. From this 
approaches have developed: 


1 The structural approach: b 
implementing changes in stru 
isation will function effectivel 
2 The integrative approach: t 
Satisfactorily integrating the 
3 Team development: this i 
armed forces experience. 

4 The Planning approach: 
developed, People will kno 


y analysing the implications of change, by 
cture, culture and management, the organ 
$ f 
his argues that it is necessary to find ways ©! 
diversities arising from growth and SAE 
s highly thought of by senior managers Wi 


this suggests that if objectives are properly 
w what they are to do and how to do it. This 
derives strongly from management by objectives (MbO). It has also led S 
the development of an instructional theory known as criterion-reference 
instruction (CRI). 
5 The scientific model: this is referred to in education and training tech- 
niques. It is a skill- and knowledge-based system and works largely through 
educational activities. r 
All these approaches require highly trained interventionists, and Argyris 
has described their skills, 
Further reading 
Stephenson, T. E, 
Argyris, C., ‘Inte 
Part 1, ch. 12) 


>in ‘Journal of Mana 


gement Studies’, October 1975. 
Tvention Theory and 


Method’, Addison-Wesley, 1970. (See 


: A Operation, it was primarily in- 
tended to aid Europe’s post-war economic recovery. OEEC was replaced in 
1961 by the OECD. 


Its aims are to improve the standards of living of the citizens by promoting 
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employment and investment policies which will contribute to economic ex- 
pansion, productivity and increased world trade. Thus OECD has shown 
interest in educational and manpower policies. Its work in comparative 
education is carried out by the Education Committee. This is responsible for 
publishing reviews of educational policy which are reports of investigations 
into the educational systems of member countries. 

OECD is engaged in the production of a ‘Classification of Educational 
Systems’, which offers a common presentation of educational data, classified 
under level of education, entry requirements and length of study. Countries 
are grouped together. Finland, Germany and Japan have already been cov- 
ered, and other members are being surveyed preparatory to being included 
in subsequent volumes. Address of OECD: 2 rue Andre-Pascal, 75775 Paris, 


Cedex 16. (See Part 1, ch. 3) 


Paradigm The term ‘paradigm’ has acquired considerable importance since the 
publication of T. S. Kuhn’s ‘The Structure of Scientific Revolutions’. Here 
Kuhn draws attention to what might be described as ‘revolutionary changes’ 
in our conceptual schemes. Although Kuhn’s use of the term is not entirely 
consistent, it is possible to discern the following salient points. 

The term ‘paradigm’ refers to our total view of a problem. It refers to a 
total outlook, not just a problem in isolation. From this Kuhn has inferred 
that it may be impossible for the people holding paradigm A to have any 
understanding of paradigm B. Someone maintaining the Aristotelian para- 
digm of science would be unsympathetic to the aims and methods of the 
Galilean approach. Thus some have inferred that there can be no rational 
way of choosing between paradigms. See also: knowledge, relativism, socio- 


logy of knowledge, objectivity. 


Further reading l 
Kuhn, T. S., ‘The Structure of Scientific Revolutions’, Chicago University 
Press, 2nd ed., 1970. 

Criticism and the Growth of Knowledge, 


Lakatos, I. and Musgrave, A. (eds), 
in ‘Proceedings of the International 
ce’, vol. 4, Chicago University Press, 
Parametric statistics This is the style of st 


educational work. The techniques used ma n i 
data collected. Some statisticians argue that these techniques are not appli- 


cable to much educational data, however many of the techniques are appli- 
cable over a fairly wide range of data. (See Part 1, ch. 8) ; 
Parents’ organisations The parents of those children receiving the benefits 0 
education have formed a number of organisations, some of which provide 


both suj evelopment of schools within the education system, 
pport for the d p! o change aspects of the system. 


While othe ssure groups striving t ects ¢ 
Many of a eE formed at individual schools, 
gather under the National Confederation of Parent-Teacher Ara 
which itself is made up from arnat federations representing most of the 
areaso r with Clwyd. ; 

bar ema parents include the Home sn School es 
which incorporates members of teachers’ unions, In © server met t a 
forming a link between parents and the formal representative bodies o 
professional teachers. Of the pressure groups that put forward particular 


Colloquium in the Philosophy of Scien- 


1970. (See Part 1, ch. 13) f 
atistics most commonly used in 


ke assumptions about the type of 
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views perhaps the most publicly active is the Confederation for the Advance: 
ment of State Education (CASE). (See Part 1, ch. 7) . idraki 
Part-method This method analyses a job into separate sections, eac hee 
is then taught and practised separately. It is different Tam m T 
method in that steps are not repeated each time a new step is to be sn 
In part-method, after all parts have aaa on they are 
r and practised as a whole. (See Part 1, ch. . i : 
mei This phrase describes a system, normally associated ct 
prehensive secondary schools, whereby responsibility is assigned to = a 
to deal with the individual welfare of pupils. It also illustrates a school’s ! d 
as a caring community. A school is divided into groups either on a Ha 
age (‘house’) basis or on a year basis, and teachers allocated to each. zel 
will keep records of individual pupils, meet parents, liaise with other bee . 
ers, and generally ensure that no child goes through the school aes š 
member of staff having a personal responsibility for his progress and welfare. 
See Part 1, ch. 1 
soe ranks Ces can be rated on a continuum from zero to 100 ne 
cent either in comparison to a general population or to some specific pop 4 
lation (e.g., 10-year-old boys attending state schools). A percentile ria 
then a position on this scale which states the percentage of people falling 
above or below that point on the scale. (See Part 1, ch. 6) es 
Personal construct Recent work has looked at the possibility of teachers i 
veloping information about themselves. The idea developed from work car 
ried out by Kelly (1955). He suggested that each individual has his ate 
representation of the world so that events can be predicted and controlle . 
The representation consists of a limited number of constructs or categories. 
The constructs are used by that Person for comparisons based on similarity 
or contrast. All the constructs have opposites as their extremes (e.g., attrac- 
tive, repulsive), The repertoire of constructs is unique to a person. The 
constructs are elicited in a variety of ways. It is possible for a skilful inter- 
viewer to provide a basis for an investigator to listen carefully to a person's 


conversation and explore the ideas that are generated. Another method is 
to use a list of descriptions of People (e.g., a teacher you liked, a teacher 
you disliked) to generate nai 


mes of people. Sets of three names are written 
ually people can use a word to describe how two 
the same and one different (e.g., kind, cruel). 
sed to derive the construct. A written essay is 


on cards and presented, Us 
of the names written are 
These descriptions are u 
sometimes used, as for yi 
cedure described is too 


€ grids highli 
role. The attraction of th 


Tmation will be more difficult to generalise. 
Further reading 
Fransella, F. and Bannister, D., ‘A Manual for Repertory Grid Technique’, 
Academic Press, 1977. 
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Kelly, G. A., ‘The Psychology of Personal Constructs’, 2 volumes, 1955, 
(See Part 1, ch. 8) á ` 

Personality Although there is great diversity amongst people, most individuals 
are remarkably consistent over long periods of time in the way they think, 
experience the environment and behave towards it. These relatively stable 
ways of responding towards the world are all manifestations of the indivi- 
dual’s personality. The task of attempting to describe, define and measure 
personality has proved very complex. Vernon has described three very dif- 
ferent approaches to be found in the literature. He has called them the 
naive, the intuitive and the inferential approaches. 

: Naive interpretations of personality are subjective and tend to employ 
rigid stereotyping based upon superficial, face-value observations. The judg- 
ments we make of others in everyday life are usually in this category and 
they are of little value to the psychologist. Intuitive approaches are typified 
by the work of Freud and the psychoanalytic psychologists. They work within 


a coherent theoretical framework but still depend upon subjective assess- 
based upon the assumption 


ments of human conduct. Inferential theories are 

that the individual possesses personality traits that can be measured using 

standardised tests and that these traits or behavioural tendencies can be 

subjected to objective analysis using statistical techniques. Eysenck, working 

in this tradition, maintains that personality organisation can be described in 
traversion, neuroticism-sta- 


terms of three basic dimensions: introversion-ex 
Another psychometrician, Cattell, whose 


bility and psychoticism-normality. a ; 
work is similar to that of Eysenck, has suggested that sixteen personality 
factors are necessary to describe the organisation of personality. F 
r A fourth approach, not identified by Vernon, is that of the increasingly 
influential humanistic psychologists such as Maslow and Rogers. They stress 
the importance of the individual’s self-concept and the importance of A 
garding the whole being as the pivot of the study of personality. The wor 
of Kelly on personal construct theory has gone some way to an integration 
between the intuitive. the į soi and the humanistic approaches. See 
ntuitive, the inferential ant istie psychol- 


also; 
schools of psychology, cognitive style, sef-eon ept, human 


BY, ps 
Fury $ Ychoanalytic psychology. 
i er reading tiii ee) 
Mister, D, and Franselia, F., “Inquitins Man: the THES i 
nay ainoa, STL 
Tavistock, 


‘1 y 
Pemi- , Penguin, 1971 uouii 
s, R. ti study es y à 

, An Introduction to the Study © Pervtical Survey 


Be P. E., ‘Personality Assessment: 
+ (See g 
sol Bisel a and often neghected facet ofe a 
his or her personality. Many learning and curriculum development i ‘i 
are designed for learners with a similar personality to that of the designer. 
Personality traits are dynamic and are often considered by ares 
©pposites such as Cattell’s: reserved-outgoing, emotional-stable, uml ' aa 
Sertive, tough minded-tender minded, trusting-suspicious ( penon 
ere are two ways of eliciting data as a basis for ane hse a mg 
Scores: one uses self-rating Scores: the other uses ratings z ee e 
tating score uses questions rom Which Me POT group desig a topie 
questions m irect such as: “ j brea 
with which EA a iii, do you (a) keep silent, Cim in, Songs 
the subject?’ This sort of question is typical of those used 1n magazines, 
tion. More sophisticated versions use less 


will only give a superficial descrip 
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obvious questions such as ‘Do you like surprises?’ ‘Do you “ee a 
ment?’. A series of such questions, when carefully selected, can elici! a ee 
which are used to chart an outline of personality structure. Probably t i = 
known test in use in the United Kingdom is the Eysenck Personality T pa 
tory, which uses the latter strategy. Rating by others is going to Poe S 
the personality of the rater as well as that of the person being ra! “ A FN 
example, a child at school may respond differently to different <n i 
way of reducing this effect is to use systematic rating schemes w! : she 
specific qualities to be observed are precisely defined. A helpful techni pe 
is to identify two extremes and to use a five-point scale in between them, ss 
ends of the scale relating to the extremes (for example, “extremely quick 0 

the uptake’ and ‘does not always grasp the point’). Another way is to require 


istributi i i mal 
a distribution of responses across the five points corresponding to a nor 
distribution. 


Further reading 


Vernon, P. E., ‘Personality Tests and Assessments’, Methuen, 1953. 
Buros, O. K., ‘Mental Measurements Yearbook’ (7th issue), Gryphon a, 
(this yearbook appears at intervals, the first being published in 1938) 1972. 
(See Part 1, ch. 8) 4 
Personnel and training Until recently the route into careers in personnel ty 
training was by experience. Companies recognised as providing TT 
training in personnel include the Ford Motor Company, Unilever and I : 
Many other organisations provide a sound grounding, particularly in manu 
facturing industry and the public corporations, because of the emphasis On 
sound industrial relations. f 
The Institute of Personnel Management was founded in the early jer : 
this century. The two World Wars gave great impetus to the ei 
particularly because of the enormous expansion of welfare services as t 
population was mobilised for the war effort. The Institute now has over 
18,000 members and a growing number of students, Membership is now by 
examination through the Diploma in Personnel Management. The Institute 
Provides a large number of short courses to its members (and others)- 


Qualification for the Diploma course is either through education or exper 
ence or a combination, 


The Institute of Training and Development has emerged from the = 
Institute of Training Officers, and is a professional association for thos€ 
engaged in training. It aims to promote training as a profession, and to me 
end has introduced the Diploma in Training Management. i 

Training for training is a Tapidly expanding area as the Training Services 
Division of the Manpower Services Commission has taken an active interest 


in it, as part of its responsibilities under the Empl ent and Training Act 
1973. The effects of thi i Ween 


on the nation’s econo: 


: + 01-387 2844; Institute of Training 4” 
Development, 5 Baring Road, Beaconsfield Bucks HP9 2NX; 04946 3994- 
(See Part 1, ch. 2) ? , 


Phenomenological Sociol 


an examination of the kind of interplay between different ‘egos’ that is 
required for each to become a member of a social world. This interplay is 
the process of socialisation as phenomenological sociology sees it. 

To this end, Schutz adopts Edmund Husserl’s philosophical method of 
phenomenological reduction, a method of suspending belief in the existence 
of an ‘outside’ world, and transforms it into a method of suspending belief 
in the existence of the social world specifically. This allows him to focus 
directly upon the kind of belief that any ‘ego’ must acquire if a social world 
is to exist at all. 

It is an essential characteristic of beliefs operating at this profound level 
that they do not normally become the object of conscious scrutiny. They are 
part of everyone's taken-for-granted structuring of reality - part of what 
everyone ‘knows’ without question. The inverted commas round ‘knows’ 
come into being precisely when phenomenological sociology makes such 
taken-for-granted knowledge open to question — makes it problematic. It is 
this aspect of phenomenological sociology on which the new sociology of 
education is drawing when it recommends making the ‘knowledge’ in school 


and college curricula problematic. 
Phenomenological sociology also links wit 
background expectations of various kinds, and to make th 
Further reading — 
Filmer, P., Phillipson, M., Silverman, D. and Walsh, D., ‘New Directions 
in Sociological Theory’, Collier-Macmillan, 1972. 
Esland, G., ‘Schooling and Pedagogy’, Open Uni 
Part 1, ch. 15) 
Phenomenology Phenomenology asserts t 


experience distort the experience itse 1 ae 
which relate to this natural world . . . though they fill me with wondering 


admiration . . . I disconnect them all. I make absolutely no use Of thelr 
standards . . . I do not appropriate a single one of the propositions iea 
enter into their system.’ The world must be taken ‘free from alt thean 
Thus the phenomenologist tries to revert to the primacy of experien y 
means of the epoché (a bracketing), putting the meaning of his experience 
into suspension, and the ‘phenomenological reduction e - (1) The indivi- 

The phenomenologist regards the following as important: m to place 
dual’s subjective experience. (2) The meaning the individual ea 
On this experience. (3) That there are specific structures within eda 
Which can be intuited by reflection. (The precise nature ofthigise 
among phenomenologists.) 

Once the external structures have 
be bestowed. The chief difficulty is the va t 9 
reduction’. Has it been reached, is it the appropriate one: 


their subject needs 
= o those who feel that r : 
een A return to the basic experiences. 


to be freed from its incrustation, and tO c rie 
Thus, Aer toy tas an appeal in religious aig a al me 
that much theology has distorted the ‘religious experience Ta eee 
Would similarly be concerned with the way 0 which the chi P 
an oe on his experience of the world. 

urth. Îi , 
ot eedan Meditations: an Introduction to a Phenomenology’, 
Heinemann, 1960. 


h ethnomethodology to probe 
em visible. 


iversity Press, 1977. (See 


hat the categories by which we explain 
If. Husserl wrote, ‘Thus all sciences 


been ‘peeled away’, new meanings can 
lidity of the ‘phenomenological 
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i ledge 
Husserl, E., ‘Logical Investigations’, trans. J. N. Findley, 2 vols, Routledg: 
an Paul, 1970. j ae, we 
eee E., ‘Phenomenology and Philosophical Understanding’, Chicag 
i ity Press, 1975. XA : 
prea a Mays, W., ‘Phenomenology and Education: self-consciousnes 
and its development’, Methuen, 1978. (See Part 1, ch. 13) ate hile 
Philosophical approach This approach enables comparativists to 


ing i i i nd relate 
different modes of thinking or arguing inherent in each society a 
these to education. 


i = i 
ete i. Methodology of Comparative Education, in ‘International 
Review of Education’, V5, 285-7, 1959. (See Part 1, ch. 3) Reaauitive 

Piagetian stages of development J. Piaget in his study of ea ps lds 
development has suggested that there are a series of Stages in t A ioc and 
ment of every child's thought as it progresses from birth to mai nape 
that each stage shows a Progressive sequence from simpler to mor 
levels of organisation. is 

The eerste: Period extends from birth to about 2 ies ae 
Stage the child can only perform motor actions, manipulating al 
gradually becomes aware of the effects of his actions on the en wd Bias 
and so begins to differentiate himself from the objects that surrou 
He learns to construct the notion of the permanence of objects. aA vests. 

The period of Pre-operational thought lasts from about 2 to base 
Although the child can now use language and is able to represent the ein 
by images and words he is egocentric and cannot carry out EE Kd 
ations. He classifies objects by single salient features. Only towards t Mine 
of this period does he begin to develop some concept of OEN i 
Intelligent behaviour tends to be limited to overt actions and thougl 
dominated by perceptual factors. During 

The period of concrete operations lasts from about 7 to 11 years. ies 
this stage the child becomes capable of logical thought. He develops con a 
vation concepts for number, substance, weight and volume. He eae 
more mobile in his thinking, able to reverse operations and take accoun! 


‘ f s ace 
the views of others. He also begins to construct the view of time and sp 
that he will live with as an adult. 


The formal Operational peri 


A lt- 
od starts at about 11 and extends into adu 
hood. The full attainment of 


logical cognitive operations comes. The a 
thinks in abstract terms beyond the Present task and is able to form ae 
and hypotheses. He can isolate the elements of a problem and systematica 
explore all possib| i 


come possible for the first time. See also: child develop 

ment, concept formation and attainment, language and thought. 

Further reading 

Phillips, J. L., ‘The O 

Freeman, 1975, (See P; 7 
Plato Plato wished to escape the conclusion of relativism, i.e., that an He 

was as it seemed to be to each particular individual. He therefore postulate 

the theory of forms. Knowledge was not concerned with individual instances 
of X but with X itself. Thus, appreciating beauty entailed appreciating Beat 
itself and not beautiful things. This theory began in the earlier sone 
dialogues as a search for concepts. But later the forms took on a metaphysica 
status. They could not be known by sense-perception but only by reason» 


rigins of Intellect: Pj 


aget’s Theory’, 2nd ed., W. H- 
art 1, ch. 14) 
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because they themselves were supra-sensible realities beyond the world of 
sense. Obviously, Plato’s epistemology is based on mathematics, where the 
concepts themselves are not empirical concepts; they must be discovered by 
reason. 

The epistemology has always appealed to those of a religious frame of 

mind, willing to believe that the real world lies beyond this world. In the 
‘Republic’ Plato unites his epistemology with his thought on education. If 
the state is to produce a just society, then the education must be appropriate. 
By various methods children must be brought into contact with the Good. 
This has sounded so commendable that Plato enthusiasts seem to have been 
blinded to the undesirable aspects of his system. This education was not 
thought suitable for all people: only those who were the potential Guardians 
received it. The rest received an education more suitable for their lower 
status. A thorough criticism of these undesirable aspects of Platonic thought 
has been made by Popper. See also: rationalism. 
Further reading 
Plato, ‘The Republic’, Penguin. 
Cornford, F. M., ‘Plato’s Theory of Knowledge’, R 
1935. 
Popper, K., ‘The Open Society and Its Enemies’, vol. 1, Plato, Routledge 
& Kegan Paul, 4th ed., 1962. (See Part 1, ch. 13) 

Playfair, Sir Lyon, first Baron Playfair (1816-98) Studied chemistry at Glasgow 
University and obtained his PhD under Liebig at Giessen, where he acquired 
an enthusiasm for scientific research. Helped to organise the Great Exhibi- 
tion, 1851. Joint secretary with Sir Henry Cole of the Science and Art 
Department, 1853-8. Professor of Chemistry, Edinburgh University, 1858- 
69. MP, 1853-8. Leading advocate of the extension of scientific and technical 
education, Author of numerous scientific papers and propagandist works, 
which include, ‘Industrial Instruction on the Continent’ (1852), “Science in 
its Relations to Labour’ (1853), ‘The Study of Abstract Science essential 10 
the Progress of Industry’ (1855), ‘On Primary and Technical Education 


mee (See Part 1, ch. 10) 
laygroup Playgroups are formed in the belie: as 
for children in the age range 3-5 to mix together and play, and ey nae 
a valuable stage of a child's development before starting shoop ane ate 
nursery facilities leaves a gap which the playgroups aim to fill. h 4s marin 
meet in rented premises for a few mornings or afternoons a week, dep 
on local funds and availability of supervision, etc. — k 
The Pre-School Playgroups Association (PPA) is a voluntary charitable 


ch to popularise the m ovem! It 
i wi t ent 
y founded in 1964 which has done mu! h to popul: th 


has recei DES an 
aa ay pind exist on a limited budget and rely 


Social Security; neverthless the el eas aaa 
ona . (See Part 1, ch. : 
ee ee : likely to illuminate our comparative 


Political scientists? contribution These are 3 
knowledge EE A of disadvantage, attitudes towards mhne the ef- 
fects of private education and higher education, and access to political power. 
(See Part 1, ch. 3) 

Polytechnic Recommendations made in 


outledge & Kegan Paul, 


f that opportunities should exist 


the 1945 Report on ‘Higher Technical 


Education’ (the Percy Report) and endorsed by the 1945 BTO pepo 
(‘Scientific Manpower’) led to the setting up of the bar ee or 
Technological Awards in 1953 to supervise the awarding O! Ay ane in 
Technology in certain technical colleges- The Diploma, based on a four-year 
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course with a year in industry, a sandwich course, was comparable A 
university degree. Further fears concerning the output of technically oe : 
personnel led to the decision to concentrate the relevant courses in a on e. 
of designated colleges that became known as colleges of advanced techno i 
(the CATs) which were to be financed by the Ministry of avan 
accordance with a recommendation of the Robbins Report, ‘Higher N 
cation’ (1963) the CATs became universities, an action that robbed t A 
public-sector system of its apex. In turn a number of already existing bone 
colleges active in providing courses at university degree level were upgra e 
to form 30 polytechnics in the late 1960s. Their degree-awarding body is the 
Council for National Academic Awards. This body, granted a charter in 
1964, has replaced the National Council for Technological Awards. It serves 
colleges of education and technical colleges, as well as the new polytechnics. 
With more than 1,000 undergraduate courses already approved and followed 
by 100,000 students, it has become the largest degree-awarding body in the 
country. The range of courses includes the arts and the social sciences, as 
well as the pure and applied sciences. n 

The wide variety of courses available lead to qualifications that include 
degrees (both first and higher), Higher National Certificates and National 
Diplomas and the qualifications of the major professional institutions. 
Courses may be full-time, sandwich, block-release or part-time. Thus, the 
polytechnics may be distinguished from other higher education establish- 


ments by the flexible modes of study and the breadth of the range of levels 
of courses offered. 


Further reading 


Burgess T. and Pratt Ts 


‘Polytechnics: A Report’, Pitman, 1974. (See Part 
1, chs. 2 and 10) 


Population When data are collected it is seldom possible to collect them from 


up a population. For example, if information 
12-year-olds stayed for school lunches, the 
ear-olds would be formidable, ‘All the 12- 
er investigation. (See Part 1, ch. 8) 


Further reading 

Cohen, M. et al. (eds), ‘Equality and Preferential Treatment’, Princeton 
University Press, 1976, 

Warnock, M., ‘Schools of Thought’, Faber, 1977, (See Part 1, ch. 13) 
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Positivism Positivists attempted to eradicate ‘non-observable entities’ from 
scientific explanation. The chemist Ostwald rejected the atomic theory in 
chemistry because he held that atoms were ‘unobservable’. In psychology 
the movement encouraged the growth of behaviourism and attempted to 
avoid explanations involving entities like ‘mind’ or ‘will’. The movement 
tended to be unsympathetic towards Freudian theory, with its emphasis upon 
‘the id’, ‘the ego’, etc. In sociology, positivism concentrated upon strict 
observation and statistical method, avoiding ‘functionalism’ and any refer- 
ences to intention and purpose. (See Part 1, ch. 13) 

Positivistic sociology Auguste Comte, who developed his ‘positive philosophy’ 
in the first half of the nineteenth century, believed scientific method to be 
the only basis of genuine knowledge. He fathered the positivistic claim that 
there is a universal method of investigation which should be applied whatever 
the object of study. On this view, the natural sciences and the social sciences 
should have an identical method. Critics of positivistic sociology consider it 
to be blind to crucial differences between physical reality and social reality. 
The term ‘positivistic’ is now commonly pejorative. 
Further reading 
Giddens, A. (ed.), ‘Positivism and Sociology 
1, ch. 15) 

Practicality ethic Teachers’ ‘practicalit: 


', Heinemann, 1974. (See Part 


y ethic’ is the idea summarised in a 


framework developed to analyse teachers’ decision-making in response to 
Proposals for curriculum development. Teachers usually take a very sceptical 
stance, appraising the ‘ecological validity’ of a new course, method, etc. in 
terms of the complex demands of the classroom environment. Thus curricu- 
lum innovations should be informed by the following criteria which describe 
how the innovations can actually be applied to the classroom: congruence 
with teachers’ self-image; cost to teacher in terms of time invested as opposed 
to satisfactions realised. (See Part 1, ch. 4) ‘ 
Preparatory courses These aim to help people whose standards of literacy and 
numeracy limit their chances of getting or keeping a job or of entering formal 
training schemes. They are available to 17 and 18-year-olds who have been 
out of full-time education for at least a year or who missed at least a year in 
the UK full-time education system; and to 19-year-olds and over who have 
been out of full-time education for at least two years. The sie are 
Promoted by the Training Services Division of the Manpower Services Com- 


mission. (See Part 1, ch. 11) hich acco 
Prescriptive This refers to a theory in ethics which a° X 

‘morally wrong’ or ‘good’ by saying that such words are 3 are’ 

dations or ‘prescriptions’. Thus by calling an CP abe rm is tee con- 

recommending a certain kind of attitude towards it. The te 

trasted with ‘descriptive’. 

Further reading 

Ayer, A., ‘Language, Truth and Logic , o 

Sellars, W. and Hospers, J., ‘Readings in 

2nd ed., 1970 iversi 

Hare, R. M The Language of Morals’, Oxford University Press, se r 

ae, tte to Philosophical - ch. 6, Routledge 

K t 1, ch. P 

egan Paul, 2nd ed., 1967. (See pa" d in the early 1920s with 


iversi ne 
y Pressey of Ohio State University was concerned in the y 192 
the need to find a rapid method of scoring and administering objective-type 


tests. He developed a number of devices which gave the student immediate 


unts for terms such as 


ollancz, 2nd ed., 1946. 
Ethical Theory’, Prentice Hall, 
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i ieved 
feedback on the correctness or Otherwise of been ee a 
that an ‘industrial revolution’ in education wou! e, jos ape 
i in the development of instruments for teaching. inner, 
pe ae ee work, felt that the world of education was not es 
for Pressey’s machines. Pressey did, however, in agony a ie 
not only gave immediate feedback of information, but T 
student to work at his own speed, lay the foundation for the 
of the programmed learning movement. 
eadin, 
Been i E A Simple Apparatus which gives tests and “fee a 
teaches, in ‘School and Society’, 23, pp. 373-6, 1926. (See Part „ch. A 
Prestel Prestel is the Post Office’s public view-data service. This system a a 
information to be displayed on a television screen; the viewer can ei 
with it, using a key Pad to call up other frames of material, or he can = 
a message in reply to a Tesponse frame. Educational peel ae 
system have not yet been fully explored, but at i it could 
for multiple-choice rogrammes. (See Part 1, ch. ; , 
Problem pr This netics as developed by Holmes, is ee 
facilitate educational planning and Policy considerations, and to ade 
underlying laws and principles governing the education process. Hol a 
approach is influenced by Dewey’s analysis of reflective thinking, ki Li 
followed this sequence: confusion, hypothesis formulation, problem ana ae 
Specification of context, deduction of consequences, and practical verifica! 
of hypotheses, 
From this Holmes develops four major research stages. The first is that of 
Problem sel, 


Se aa , eri- 
selection and analysis, which is guided by the researcher’s exp 
ence, knowledge and interests. In ord 


is then intellectualised, Thi 


most likely solutions. 


iate 
At all these stages appropria 
awn from a numb 


er of the social sciences. 
Further reading 
Holmes, B., ‘Pro ucation: a Comparative Approach’. Routledge 
& Kegan Paul, 1965, (See Pa 3) 
Process model of curricy 


lum design Although the very concept of cists 
development 's sometimes equated with the working out of the implication 
of schools’ Instructional objectives 


takes the form of delineation of the educative process to be offered, con- 
ceived in terms of general aims, the characterisation of the content to be 
taught, and the procedural principles of teaching to be followed. Underlying 
the concern for the nature of the content, rather than the objectives for 
which it is to be used, is the view that pupils’ engagement with appropriate 
content, such as good literature or material illustrative of the humanness of 
experience, necessarily entails activities with built-in intellectual discipline; 
that is, standards for appraising experience, and for discrimination and re- 
finement of meaning. For example, the key concepts and procedures within 
appropriate content are not the objects of mastery, rather the medium and 
focus of interpretations and speculation. Thus teachers’ choice of content is 
more important than their definition of objectives. It follows that the teach- 
ers’ task is open-ended but rule-guided, inasmuch as it is to exemplify the 
arts, by which key concepts and procedures are critically explored, and to 
guide pupils in their critical exploration of them. This is a process of induction 
into a way of thinking in which the aim is rightly general: that the pupil 
develops the capacity to grasp and make relationships and judgments for 
himself (Hanley, 1970). In that sense, precise learning outcomes cannot be 
specified, though the process certainly entails rational application of criteria. 
Thus the process model incorporates the distinction between instructional 
and expressive objectives (Eisner, 1969) but applies to the curriculum in 
general as well as to creative-expressive activities in the arts. Moreover it 
offers a way to link curriculum development with studies of teaching. See 
also: objectives, disciplines of knowledge, structure, curriculum design. 
Further reading _ , 
Eisner, E. W. (1969), Instructional and Expressive Objectives, in Golby, M. 
et al. (eds), ‘Curriculum Design’, Croom Helm, pp. 351-4. 1975. 
Hanley, J. P. et al. (1970), Curiosity, Competence, Community-Man: a 
course of study, an evaluation, in Golby (see above), pp. 467-79. i 
Stenhouse, ex “An Introduction to Curriculum Research and Development 
ch. 7, Heinemann, 1975. (See Part 1, ch. 4) 
Production function A production function describes t i 
inputs and outputs in a process, or in the economy as a whole. For examp! i 
if it were possible to identify the production function of a school, ines 
show how a given set of inputs, including pupils’ and teachers’ time, o: 
equipment and buildings were transformed into outputs, ee ie 
tudes acquired by school-leavers in the course of their schoo! pe E 
course, impossible to measure the production function an EN = 
institution in any precise way, but studies of educationa eee tae. 
efficiency are all concerned with an implicit, though not an explicit, p 
tion function for education. à à j 
Attempts to measure the contribution of education to economic ame 
may also use the concept of a production function, for the economy á: 
whole. (See Part 1, ch. 5 e ; y 
Pinduca The T refers to the ratio of outputs to inputs in 
a process. Economists may be interested in labour poeren N 
measured by output per worker, or in total factor productivity, rs relates 
Output to the input of all factors of production. Productivity trends measure 
changes in the ratio of output to inputs ov 
There are two ways in which this is relev: D 
and skills imparted by the educational system 1 
Productivity of educated workers. When economi 


he relationship between 


er time. 
ant to education. The knowledge 
ncrease the future level of 


sts apply cost-benefit analy- 
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sis to education, they take account of the crucial assumption that ei 
workers have higher life-time earnings than those with lower = 
qualifications, and that this reflects the superior productivity of the highly 
ucated. 

a kos important is the relationship between inputs (of teachers, ~~ 
equipment, buildings) and outputs in the education system. There have r d 
a few attempts to measure trends in the productivity of education, ie 
instance by Blaug and Woodhall (1968), or to compare the productivity oi 
different institutions, such as the Open University and conventional univer- 
sities (Wagner 1972). Such attempts involve a comparison of the ‘outputs of 
education, measured in terms of numbers of graduates or examination re- 
sults, with the total inputs, measured in terms of costs or real resources. 


Because of the considerable problems of defining and measuring the out- 
puts of the education s 


diffe 


M., Productivity Trends in British Secondary 
Education, ‘Sociology of Education’, Winter 1968. 


€ Political Economy of Education’, Duckworth, 1972 


a very large number of professional associ- 
necessary to make some distinctions before 
any detail. 

iations seek to control entry, although few 
of examinations of those who wish to be 


h; » Tadiographers, re 
ticians, patent agents, pharmacists 

There is also a number of cl professions. The Inns of Court although 
not statutory, control Bar admissions. Merchant Navy Officers are certifi- 
cated by the Department of Trade. Mine managers are certificated by the 
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Health and Safety Executive. Teachers must have their qualifications 
accepted by the Department of Education and Science before taking up a 
permanent post in a maintained school in England and Wales. Employers 
will often ask applicants for certain specialist posts to have the qualifications 
of the appropriate professional association if its standards are recognised as 
good. (See Part 1, ch. 2) 

Professionality Professionality refers to the (teacher) practitioner's exercise of 
autonomy in applying distinctive (educational) knowledge and skills in the 
interests of his clients (pupils). These three elements (autonomy, valid 

ervice to pupils) provide categories for analysis of 
teacher engagement in curriculum development. For example, school-based 
curriculum development often entails sacrifice of classroom autonomy. While 
self-monitoring fosters a more rigorous approach to classroom knowledge, 
it modifies personalised intuitive appraisals of pupils’ needs. Thus ‘extended’ 
rather than ‘restricted’ professionalism is involved. (See Part 1, ch. 4) 

Professional management associations Most of the institutions set professional 
standards and act as qualifying bodies through appropriate education and 
experience, upon which individual membership grades are awarded. Exam- 
ples of these are: British Computer Society, 29 Portland Place, London, 
WIM OBP. Founded in 1957. Over 20,000 members, covering all aspects of 


computer applications. 
Hotel Catering and Institutional Manage 
London SW17 7HN. Has some 20,000 
academic qualifications and experience. 
Institute of Public Relations, 1 Great Ja 
Concerned with establishment standards throug! 
code of conduct. (See Part 1, ch. 12) , , > 
Professional organisations There are many bodies representing a wide variety 
of trades and professions. Many of these have histories as long as the oe 
guilds, as they were formed as protective groups for those who had sta 
or been trained in particular skills. It is natural to find accountants, li ci 
Nurses, physicians or valuers forming a professional body. Courses ei Sa 
sional studies may be offered by educational establishments, m j z ; 
satisfactory courses are available, the professional society may itse ip 
the required training facilities. Whatever the provision, for ce as 
maintain its own professional standards it is necessary tO Stata i 
that are made available to aspiring students. Some ame a he 
liaise with accreditation and examination boards such as tty pies 
of London Institute or recognise passes in examinations from unt A 


i ractice. 
Polytechnics or colleges as acceptable for professional p! 


i ied out without this 
acti n may not be carrie t 
In many cases practice of a professio a Tr this way tlie profésional 


toh and the awarding of se f entry of their members but 
odies can not only maintain the standards © e i 
ticular 
also keep a degree of control on the n! eople nies aio 
Profession. It is also these bodies that take any ae wer pele 
fail to follow the agreed code of professional practice. sa ee 
desire to maintain standards and to promote the peer - cat “ss 
Many of the associations carry out adye eana an E mati oo 
i i ublishi 
educational officers, running Courses and p! | education there 


el Though manyar aeey Se ely Gack into the field of 
are those that direct some of their efforts more widely 


dies such as: the 
8eneral education. In this latter case one could look at bodi 


professional knowledge, si 


ment Association, 191 Trinity Road, 
members. Entry by combination of 


Operates examinations. 
mes Street, London, WCIN 3DA. 
h its educational scheme and 


umbers of p! 
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Royal Institute of British Architects, the Institute of Bankers, oe 
Society, the Institution of Electrical Engineers, the Institute o a 
Great Britain, the Library Association, the Institute of seed sri 
ment, the Museums Association, the Royal College of Nursing of t 4 2 
Kingdom, and the Institute of Travel and Tourism. There are, O ae 
many more professional bodies which, should they be relevant to a pal Hoon 
educational interest, can be contacted ages Lists of such associatio 
in most educational yearbooks or almanacs. X 

jaa to the teachers’ unions and linked in this schematic int 
educational organisations, there is one other body specifically concerne Nae 
the professional administration of education, that is the British Educatio! $ 
Administration Society Ltd, which is an association of people actively inte: 
ested in the development of practice, teaching, training and research in 
educational administration. = 

Outside this group of professional bodies is another set of associations 
which, whilst not having the same degree of professional control, do have a 
major contribution to make to education. These are the subject eee 
Organisations. Generally these are associations of teachers having a subjec 
within the curriculum in common, and the list of these is very long. par 
Support given by these associations to their teacher members is valuable m 
varied, including many journals and newsletters. One body through whic! 


the majority of these associations liaise is the Council of Subject Teaching 
Associations. 


Subject teaching associations cove: 
groups of subjects with a common b; 
or the various religious denominati 
Many of these groups or associati 
regional secretariats. Through the 
Organised by the subject teachin, 
educational developments can sp 
curriculum and education 


r not only separate subjects but also 
asis, such as the teaching of languages 
ons that have an interest in teaching. 
ons have large-scale organisations with 
Meetings, publications and working parties 
& associations new ideas, techniques and 
read across the teaching profession. Here 
al development arises from the practitioners them- 


learning materials which are highly structured 
nd organisation are related to the clear speci- 


- There are two main types of pro- 
multiple: 


grammed learning movement, but it was the Second World War that gave 
the movement impetus in the USA. In the UK the programmed learning 
movement gathered momentum in the late 1950s and early 1960s. A useful 
commentary on these early developments is provided by Leith (1969). 
Today the principles of programmed learning — active learning, feedback 
of information, the need to relate new knowledge to existing knowledge — 
have been extended and incorporated in curriculum development schemes 
and in developments in educational technology. 
Further reading 
Leith, G. O. M., ‘Second Thoughts on Programmed Learning’, National 
Council for Programmed Learning, 1969. 
Markle, S. M., ‘Good Frames and Bad’, 2nd ed., Wiley, 1969. 
Skinner, B. F., The Science of Learning and the Art of Teaching, in ‘Harvard 
Educational Review’, 24, 1954. pp- 86-97. (See Part 1, ch. 9) 
Psychoanalytic psychology A system of psychology, developed by Freud, which 
stresses the dynamic nature of mental life and places special emphasis upon 
the influence of the unconscious. The development of a ‘normal’ adult per- 
sonality is thought to depend upon the child’s successfully negotiating a series 
of developmental phases which relate to oral, anal and genital erotogenic 


zones. 
Further reading 
Hall, C. S., ‘A Primer of Freu! 


Freud, S., ‘Two Short Accounts of Psych 
Wollheim, R., ‘Freud’, Fontana Modern Masters, 1971. (See Part 5 ch. 14) 
Psychological measurement Psychology in its broadest sense is the science of 
human behaviour and conscious life. As such it subsumes educational 
measurement. However, it is useful to keep separate those aspects of behav- 


iour which develop as a direct result of conscious teaching and those which 
develop by virtue of being an experiencing individual. The distinction can 
therefore be made between the measurement of educational attainment and 
the measurement of psychological attributes. The latter refer to underlying 
traits which influence or explain behaviour in numerous situations including 
educational ones. Educational attainment, on the other hand refers to overt 
outcomes which can be viewed as descriptive or surface traits since Pa do 
not specify or imply any underlying attributes. A test of meenen po 
ledge would be measuring surface traits which were the result 0! an cn 
tional process (not necessarily within the formal educational system); 
test of mechanical ability would be measuring an underlying attribute. Pa 
It is clear from the above example that the theoretical pogo 
not be easy to achieve in practice since a test of mechanical ar pi ER 
to conceive of without recourse to S$ echanical ae se 
clear that psychological measures can org 
ur to educationalists. 
urther readin Ae 
Cronbach, Lt ‘Essentials of Psychological Testing’, 3rd ed., Harper & 
bien in it a a was used to describe the application of 
ometrics Originally this chological experiments and 


i inci o psy 
mathematical and measurement principles t i 
events. However, due to the enormous increase 1n the use of tests, the term 


has become predominantly used i o the statistical treatment of test 
Ti 


results. 
Today a psychometrician is someone who understands and handles test 


dian Psychology’, World Publishing, 1954. 
o-analysis’, Penguin, 1962. 


ome mi 
be and have been 


n relation t 
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data in order to construct new tests, standardise or re-standardise old tests, 
to investigate the nature and function of tests, or to formulate new theories 
and methods for analysing and interpreting test data. (See Part 1, ch. 6) 
Public examinations The General Certificate of Education (GCE) may be 
awarded by eight examining boards in England and Wales. This examination 
is set at two levels, the Ordinary level (O-level) which is normally taken at 
the age of 16 and the Advanced level (A-level), taken at 18. They are So 
single-subject examinations. The number of subjects set would not normally 
exceed eight at Ordinary level and three at Advanced level. The results are 
given in five grades (A to E). The GCE is the criterion often required for 
entry to higher education and the professions. g 

The Certificate of Secondary Education (CSE) is another single-subject 
examination taken at the age of 16. There are 14 regional examining boards 
which can operate only within their own regions. The examination is aimed 
at a spread of ability which excludes the most able 20 per cent and the least 
able 20 per cent. The results are given in five grades (1 to 5). It is accepted 
that CSE grade 1 is equivalent to GCE grade C. 

The Certificate of Extended Education (CEE) is controlled by the CSE 
boards and is a post-16 single-subject examination usually taken after one 
year. Results are given in five grades (1 to 5), a grade 3 being equivalent to 
CSE grade 1, 

CSE examinations are of three kinds or ‘modes’. In Mode 1 the Board 
Sets the syllabus and the questions. In Mode 2 the syllabus is the school’s 
but the questions are set by the Board. In Mode 3 the schools draw up the 


syllabus and the questions, subject to the approval of the Board. (See Part 
1, ch. 1) 


Public School In the ear! 
few in number and fi 
additional staff, relied 
daily compulsory gam 
Substitute masters, th 
corporal punishment 
number and discipline 
was hard to maintai 
character-forming valu 
of non-local independ 


ly nineteenth century the major Public Schools were 
nancially insecure. Headmasters, reluctant to engage 
on a number of labour-saving devices. These included 
es that had little or no supervision, prefects to act as 
e fagging system to cut down on servants, and severe 
to discourage malefactors when masters were few in 
(as the number of rebellions in Public Schools attests) 
n. These devices were later considered to have 
es. The nineteenth-century expansion in the number 
ent schools giving a predominantly classical education 

nition for the observer of the English social scene. 
endon Schools, Eton, Rugby, Harrow, Winchester, 
Merchant Taylors’ and St Paul’s, 


ations as Nuffield A-level physics, and the 
iness studies. 
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Further reading 

Bamford, T. W., ‘The Rise of the Public Schools’, Nelson, 1967. 

de S. Honey, J. R., ‘Tom Brown’s Universe’, Millington, 1977. 

re E. C., ‘Public Schools and British Opinion, 1780-1860", Methuen, 
Mack, E. C., ‘Public Schools and British Opinion since 1860’, Oxford Uni- 
versity Press, 1951. 

Public Schools Commission: First Report, HMSO, 1968. 

‘The Public and Preparatory Schools Yearbook’, A. & C. Black, published 
annually. (See Part 1, ch. 10) 

Purpose of comparative education Comparative education has a range of pur- 
poses. One, intellectual development, has two dimensions, personal and 
societal. On a personal basis some individuals have an insatiable curiosity, 
studying foreign systems because they want to improve their knowledge. On 
a societal basis intellectuals wish to improve their epistemologies regarding 
education, They want to know how education systems function, which know- 
ledge elements may be combined to form the most appropriate curriculum 
pattern, etc. It is generally thought that a study of comparative education 
will sharpen one’s ability to understand and analyse factors influencing one’s 


own education system. 


Another purpose is educational development, which may be advanced by 


appropriate comparative studies. It is now understood that educational bor- 
rowing, without serious consideration, is a dangerous practice, but a study 
of foreign systems, while not offering a panacea, may indicate what pitfalls 
one might have to face if a specific policy is adopted. Comparative education 
has also been a major contributor to international goodwill and to the 
Promotion of international understanding among educators. Through the 
removal of ignorance of foreign practices, they have identified international 
and universal traditions in comparative studies which transmute and tran- 
scend parochialism and self-isolation. 
Further reading 


Tretheway, A. R., ‘Introducing Comparative Education’, ch. 3, Pergamon, 


New South Wales, 1976. sea 
Kandel, I. L., ‘Comparative Education’, Houghton Mifflin, 1933. (See Part 
1, ch. 3) 


es leading to qualifications in business or 
distinguish between those available 
d those available for membership of 


r association. Often, the latter de- 


Qualifications There are many cours 
business-related subjects. It is usual to 
through the further education sector an 


an appropriate professional institution O i 
mand the former. The levels of courses determine the entry requirements. 


The business schools award post-graduate degrees and normally require 
an honours degree as part of their entrance qualifications. ame PA 
offer higher degrees through their Schools of Management. The Counci for 
National Academic Awards recognises @ number of BA degree courses. 


These ibed as BA (Business Studies). London University 
lhe oak ernal degrees, such as BSc (Econ). Some 


Offers through various colleges ext c (Econ). So 
colleges offer their own diplomas and certificate courses which give limited 
me professional bodies. 


exemptions from the examinations of so e a 
The major professional qualifications in business are dealt with in the 


Professional institutions sector. The Business Education Council and the 
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Local Education Authorities and further education peat apace S 
East Midlands region. The Union’s examinations are recognised for È R 
Certificate schemes. Location: Robins Mi House, Robins Woo! , 
ottingham NG8 3NH; 0602 2: : ; ; 

ig oa Regional Advisory Council for Further Perens 
porating the Union of Lancashire and Cheshire Institutes) isa oe op nen 
body principally, but since the amalgamation with ULCI it provides aoe 
education examinations up to Higher National Certificate standart : a 
Council does not classify its certificates but grades, with Distinction, T 
or Pass. Location: Town Hall, Walkden Road, Worsley, Manchester 
4QE; 061-702 8700. e 

The Welsh Joint Education Committee is a statutory joint Committee, ge 
up under the Education Act 1944. Founded in 1948, it co-ordinates many 0! 
the functions of all the Welsh Education Authorities. The Department of 
Education and Science accepts the Committee as the Welsh Education Au- 
thorities’ association, and recognises it as the advisory council for further 
education in Wales and as an examining board for Wales (GCE, CSE and 
further education examinations). Location: 245 Western Avenue, Cardiff 
CF5 2YX; 0222-561231. ‘ 

The Northern Counties Technical Examinations Council was founded in 
1920. It consists of five counties and five metropolitan districts and provides 
further education examinations for its region. It also conducts National 
Certificate examinations (and others of similar standards to CGLI). Location: 
5 Grosvenor Villas, Grosvenor Road, Newcastle-upon-Tyne NE2 2RU; 
0632-813242/3. 
West Midlands Advisory Council (incorporating the Union of Educational 
Institutions) deals with examinations, mostly at craftsman and operative 


levels, in further education institutions. It works in close association with 
CGLI and the council of Technical Examining Bodies. It also provides 
examinations fo 


r certain commercial subjects. Location: Norfolk House, 
Smallbrook, Qi 


ueensway, Birmingham, B5 4NB; 021-643 8924. 
Yorkshire and 


1928, provides ex: 
examinations in vari 


maintenance of stand 
Green Terrace, Leeds LS11 95X 


+ announced the decision to set 
up RMCs, ‘to foster the best use of resources for Management study in the 
further education sector and to encoura, 


work’. They were expected ‘ 


pases ‘nature of the programme and the approval of any controlling or 
ining body. Most RMCs also offer consulting services to business: d 
organisations within their region. aii 
4 Maiy age developed close links with colleges of further education 
alae ie a a as sponsors and monitors of RMC-level courses in the 
pele a, as helped to make certain courses, and in particular the 
ear dias ppt poe Studies, much more widely available. One of the 
a i was hoped RMCs would achieve was to strengthen links 
ween colleges, industry and commerce. Experience suggests that the 
eian of examining bodies, whether national, like the Council for 
4 ational Academic Awards, or professional institutions, are more important 
o an academic sector than the demands of industrial organisations. However 
many RMCs have adopted very flexible approaches to the provision of 
management education. 
The Association of RMCs exists to promote the spread of good manage- 
ment studies practice of proved effectiveness, and collaborate with the Con- 
ference of University Management Schools. Further information on the 
services of particular RMCs is available from those RMCs. All RMCs hold 
occasional open days for potential clients within their geographical area. 


(See Part 1, ch. 12) 


Relativism The concept of relativism seems to deny the possibility of knowledge, 


so that the belief that ‘everything is relative’ is another way of saying ‘nothing 
can be known’. Relativism was examined by Plato in his dialogue ‘Protago- 
ras’, and it was to combat relativism that the theory of forms was developed. 
Man was the measure of all things, and everything was as it was to each 
individual. The question ‘But what is X really like?” could not be asked. 
Thus, water could be hot to one person and cold to another, and there was 
no means of saying which view was correct. Everything was as it seemed to 
be and the same object might be different to each individual. The main 
objection to the theory is that it excluded the possibility of truth. If X gives 
an account of P and Y gives an account of P, and the accounts differ, one 
could not ask ‘But whose account is true?’ The conditions of knowledge 
seemed to require that a certain object X has certain qualities and charac- 
teristics and that human knowledge is possible because it is possible to make 
statements and propositions about these objects and qualities. There must 
also be means of saying whether these propositions are true. If it is allowed 
that it is impossible to discriminate between accounts, or that each account 
is equally right, or equally wrong, then the whole possibility of knowledge 


seems to have been abandoned. 
Moral relativism and the aware 

contradict the notion that there could 
Each set of morals is the result of social con 
adjudicating between these. 
Further reading 
Hamlyn, D. W., ‘The Theory of 
Scheffler, I., ‘Science and Subjectivity’, Bo 
ch. 13) 

Reliability If someone were 
the nearest centimetre, We 


ness of different moral systems seem to 
be any absolute standards of morality. 
ditions and there is no means of 


Knowledge’, Macmillan, 1971. 
bbs Merrill, 1967. (See Part i. 


desk every day with a ruler to 
results would be very con- 
sistent. It is unlikely that he would give us lengths which varied by more 
than 1cm if they varied at all. However, if this person were to use the same 
ruler to give us lengths for the same desk to the nearest millimetre, we 


asked to measure a 
should find that his 
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. A al Level Certificates and 
Scottish Business Education Eeer sine awards. These awards 
Dama a ae education in business related careers. en 
eee publications. The regional examining bodies, in a 
5 courses that lead to national examinations, also E ee ae 
The range of business education and training is broadly abe the London 

At the secretarial/clerical level the Royal Society of Arts fie Pimiansai 
Chamber of Commerce, as well as private einai classes. There 
Speedwriting, offer awards, often with Part-time or ev en $ ee 
are also numerous private colleges offering pee Ag ii tion; but the 

Questionnaire This is a popular method of collecting oaia design and 
responses to questions are not only very dependent on car aedon st bee 
trials of the questions, but also on the mood of the = aie A 
swering them. A further hazard is that response rates can be p! naires Are 
the researcher may not be present to ensure that all the questio! Gia 
filled in. The attraction of using questionnaires is that they areieen) eroticy 
terms of cost, time and labour. A questionnaire may include ie shes 
than straight questions, such as attitude scales. Good e a 
derived by dint of careful consideration of the Purpose. the c i question: 
of the target audience and pilot trials. The key to successful use o 2 ieda 
naires is research. An important factor in designing questionnaire of the 
sidering how the responses will be analysed on ee sgeal 
questionnaires. A careful schedule is important in this context. TI N 
questions used is usually direct, aliowing only a limited answer zo atenua 
to a question. Although this permits easier processing, it has the a not 
problem of getting the answers to the researcher’s questions, TO en- 
allowing the respondent the Opportunity to express opinions he nae: Ee 
ended questions or sections for comments can be used, but these a 
problems for processing and classifying the responses. The commonest Ane 
in designing questionnaires is to ask leading questions such as ‘Is it practic a 
to abolish corporal Punishment?’, Whilst it is Possible to answer ‘yes’, 
question expects the answer ‘no’, 

Further reading 

Moser, C. A., ‘Survey Methods in Social 

Oppenheim, W. A., ‘Questionnaire D, 

Heinemann, 1966. (See Part 1, ch. 8) 
Quotient A quotient is obtained by dividin 


i 58. 
| Investigation’, Heinemann, 
esign and Attitude Measureme’ 


z P we res 
is obtained by obtaining age- a particular test. If the test measu! 
reading skill then the score: 


f Š in; 
S obtained by this method are called reading 
quotients, and if the test measures intelli; 


norms for 


compulsory education their numbers declined. They offered a number of 
welfare facilities, including penny bunks and the Boys’ Shoeblack Brigade, 
which was still giving poor boys employment fifty years later. (See Part 1, 
ch. 10) 

Rate of return The rate of return to an investment is a measure of its profita- 
bility. It measures the relationship between costs and expected benefits, by 
showing at what rate of interest, or discount, the present discount value of 
future benefits is exactly equal to the present discount costs. The social rate 
of return to investment in education measures the profitability of education 
viewed as a social investment. The private rate of return measures the 
profitability from the point of view of the individual. (See Part 1, ch. 5) 

Rationalism Rationalism is usually contrasted with empiricism. Rationalists 
take mathematics rather than physical sciences as their paradigm of know- 


ledge. The importance of purely logical reasoning is emphasised and scientific 


knowledge considered of lesser importance. 
Further reading 
Hamlyn, D. W., ‘The Theory of Knowledge’, Macmillan, 1971. (See Part 1, 
ch. 13) 
Rationality Most people would agree 


courage children (a) to behave rational : c r 
portions and beliefs which are ‘rational’. However, some difficulties arise 


when attempts are made to establish criteria by which the rational may be 
distinguished from the irrational. An obvious criterion would be that ‘rational 
beliefs are those which are in accordance with reality’. The distinction may 
not be as effective as it appears to be. because of the interlocking relationship 
which exists between ideas of rationality and ideas about what the world is 
like. It is considerations of this kind which have led some writers to suppose 
that witchcraft may be as rational as Western science! See also: paradigm, 
relativism, sociology of knowledge, objectivity. 

Further reading , . , 
Winch, P., ‘The Idea of a Social Science and its Relation to Philosophy’, 
Routledge & Kegan Paul, 1958. 
Wilson, B., ‘Rationality’. Blackwell, 19 


Reflexive sociology In so far as sociology presen $ 
itself be investigated from the standpoint of the sociology of knowledge. 


Such an investigation constitutes the sociology of sooiui el i se i 
sociology. From this viewpoint, the account given in pan 5 aa sen 
ment of the sociology of education ought to have examine ine heii origins 
of the various changes described, since these changes ‘cee ia The 
elsewhere than in the sphere of theoretical debate. Alvin SNE ie S 
Coming Crisis of Western Sociology’ (1970), calls for i E a a 
capable of giving sociologists an historically new level of se i 
Further reading 
Gouldner, A., ‘The Coming C 
(See Part 1, ch. 15) 
Regional examining bodies Thi 
deal with various examinations for ¢ 
adult education centres. They wor 
London Institute and have a national a 
maintained for those courses and examina 
The six bodies, together with their location 
East Midland Educational Union was foun 


that the purpose of education is to en- 
lly and (b) to believe in those pro- 


70. (See Part 1, ch. 13) i 
ts a kind of ‘knowledge’, it can 


risis of Western Sociology’, Basic Books, 1970. 
e in England and Wales. They 
further education colleges and 
k closely with the City and Guilds of 
agreement under which standards are 
nations offered by both organisations. 
s, are briefly outlined below. 

ded in 1912, and consists of 


ere are six of thes 
ourses in 
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should expect to get a small range of lengths, since we know that measuring 
in this way involves a degree of imprecision. We are, in fact, admitting that 
the measuring system is unreliable. It is the attempts to understand and 
quantify the extent of unreliability which has led to the body of knowledge 
known as ‘reliability theory’. 

Educational measures are particularly Prone to imprecision because of the 
many variables affecting the outcomes. These variables can be divided into 
three kinds: those variables inside the Person, those variables inherent in the 
fest, and those variables exterior to both of these. Thus fatigue affects test 
Scores in a way that does not reflect what the person can do when he is 
tested. Variables inherent to the test could be ambiguities in the test items 
such that they have different meanings to different people, and this would 
mean that the test would be measuring a slightly different attribute in each 
person. Variables exterior to both could be the style of the test administrator 
or the climatic conditions. 

All these factors introduce variations in the test scores which are indepen- 
dent of the variations due to the attribute being measured. There is no single 
Way to estimate how much imprecision they introduce. The most common 
methods all correlate two sets of Scores obtained for each person. The way 
in which these two sets of scores are obtained falls into three main categories: 
(a) Test re-test reliabilities 
If it were only the attribute being measured that affected scores, a second 
attempt at the test would Produce the same results. A test re-test correlation 
therefore gives an estimate of the reliability. However, in the time between 
testing a genuine change in the attribute may occur in each person. There 


are also memory and boredom factors which interfere with the pureness of 
the estimate. 


(b) Parallel-form reliability 


Occasions. 


(c) Internal consistency 
This is similar to 


> and a second op} 
would therefore Present a t 

There are advantages and disadvantages for 
it is advisable to consider More than one ki 
reliability. 


each of these estimates and 
nd when evaluating a test's 
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Further reading 
Crocker, A. C., ‘Statistics for the Teacher’, 2nd i 
rA: C; y ed., Nati i 
for Educational Research, 1974. il sii 
Guilford, J. P. and Fruchter, B., ‘Fundamental Statistics i 
d, J. Bs ics in Psychol 
Education’, 6th ed., McGraw-Hill, 1978. (See Part 1, ch. 6) ole la 
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g what it is supposed to 

measure. The measure can be determined in several ways. The commonest 

methods are by administering a second time or by comparing results for the 
odd- and even-numbered questions. (See Part 1, ch. 8) 

Religious education The Education Act 1944 gives detailed attention to religion 
in schools, a fact which is explained by reference to the history of popular 
education and the prominent part played in it in the first half of the nine- 
teenth century by voluntary bodies (see religious societies) associated with 
the churches. The question of religious education in schools and the division 
between the voluntary schools and the non-denominational schools (Board 
Schools) established after the Education Act 1870 and financed from the 
rates continued to be a burning issue until the 1944 Act. From the compro- 
mise there emerged inter alia the designation of voluntary schools as aided 
or controlled, certain financial arrangements, and the provisions for religious 


worship and religious instruction. 
The Act states that the school 
shall begin with a collective act of 


day in both county and voluntary schools 
worship, provided the accommodation for 


such assembly is available and subject to the parental right of withdrawal. 

Religious education is also prescribed as part of the curriculum, again 
subject to the parental right of withdrawal. In county and controlled schools 
such education must be in accordance with an agreed syllabus to be drawn 
up by a conference convened by the LEA. The Conference is to be composed 
of four Committees: (1) those religious denominations the LEA considers 
ought to be represented (the Roman Catholic Church has declined invitations 


to participate), (2) the Church of England, (3) such teachers’ associations as 
and (4) the LEA itself. Each Committee 


the authority considers appropriate 

in the Conference has one vote, and the decision of the Conference must be 
unanimous. If there is no agreement the Secretary of State must appoint 
another similar body to prepare an agreed syllabus. 

In aided schools religious education must conform to the trust deed of the 
school. (See Part 1, ch. 1) y K 
Religious societies There was widespread belief at the beginning of the nine- 

teenth century that the education of poor children had to be based on the 
teachings of revealed religion, the basis of all morality- Unfortunately, as 
the number of conflicting faiths attests, there was no general consensus on 
these teachings. Moreover, at a time of high infantile und juvenile mortality, 
religious leaders saw life on this earth as a preparation for life everlasting. 
ool. Hence as Sunday Schools 


This was the most important task of the schi i 
attached to churches and chapels gradually developed into day schools, 


religious societies were founded to safeguard and propagate the tenets of 
different sects. The most important of them were the National Society for 
Promoting the Education of the Poor in the Principles of the Established 
Church throughout England and Wales. founded in 1811, and the noncon- 
formist British and Foreign School Society, established in 1814 on the basis 
of the Lancasterian Society of 1808. Others included the Home and Colonial 
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Society (1836), the Wesleyan Education Committee Sa p e Au 
Poor School Committee (1847), the Congregational Boar o ie 
(1847) and the Voluntary Schools Association. With the page tigi a 
two, who objected on grounds of conscience until the 1860s, p a 
societies accepted help from the Committee of the Privy fhe gts He 
tion. Their schools constituted the voluntary system W s i 
provided school places for nearly 2,000,000 children, but as tl a Enpe EA 
the schools had depended on local initiative and not social nee 

bution of the school places did not match that of the population. 

Further reading 


Binns, H. B. A., ‘A Century of Education’, 1908, reprinted Kelley, USA, 
1978. 


Burgess, H. J., ‘Enterprise in Education’, S.P.C.K., 1958. 
(See Part 1, ch. 10) 


pe sige ich 
Research and advisory organisations Within the group of organisations whic! 


x ia i è bour 
universities or polytechnics. Examples of these are: the Centre for Lal 


of Economics; the Centre for Institutional 
Studies at the North East London Pol 


can be seen, since st 
officers of the resear 

A considerable a 
trusts, some of whic! 
in this latter respec 
impact on the dev, 
kian Foundation 


affing and housing are provided by that body and the 
ch organisations work in a stimulating environment. 

mount of educational research is funded by charitable 
h have founded their own research organisations. Notable 
t s the Nuffield Foundation, which has made such a direct 


foundations actively Supporting educational research, often feeding back into 
the educational System personal or j 


; A in 
ndustrial wealth; lists can be found 
many almanacs or yearbooks, 


Several research units have been founded 
i dust: 


strial Traini 


port a number of indus 
ncils which 
direct resea; 


Science Research Council, and the Social Science Research Council. These 
bodies are themselves represented on the Advisory Board for the Research 
Councils, which is an organisation serviced by the Department of Education 
and Science. (See Part 1, ch. 7) 

Research trends in comparative education A survey of the writings of compar- 
ativists will indicate their interest and the development of the subject. Pub- 
lished books have been adequately dealt with by Bristow and Holmes, 
Bereday and Richmond. The reader is directed to these works for further 
consideration. In terms of articles an interesting review of comparative ar- 
ticles has been surveyed by Koehl. The survey involved articles in ‘Compar- 
ative Education Review’ (USA), ‘Comparative Education’ (Oxford, 
England) and the ‘International Review of Education’ (UNESCO Institute, 
Hamburg) over periods varying between ten and twenty years. A summary 
of the findings, admittedly highly selective, is given below. The reader is 
recommended to consult the source article for complete details. 

It was noted that about three quarters of the articles in the CER and 
about half those in CE were defined as ‘comparative’. About a third of the 
articles in CER were concerned with one country, while a third were cross- 
national in format, The countries most frequently written about were the 
USA and the UK. Thus the attention was mainly focused on Anglo-Saxon 
and European rather than on the Third World, with the notable exceptions 
of India and China. The topics most frequently selected for study included: 
educational development, educational reform, methodology, colonial edu- 
cation, political education, educational theory, education and opportunity, 
higher education, educational research, teaching comparative education, ed- 
ucational planning, educational expansion, students, educational achieve- 
ment, history of comparative education, and others. An analysis of these 
topics indicates that development and melioristic concerns were a feature of 
one third of the articles, while theory and methodology and historical topics 
shared another third whilst the rest of the topics took up the final third. 
Further readi 2 
Bereday, =e | F., ‘Comparative Method in Education’, Holt, Rinehart & ( 
Winston, 1964 (chapters 10-12) . i 
Bristow, and ANAA ‘Comparative Education through the Literature , But- 


terworth, 1966. noU 
Richmond, W. K., ‘The Literature of Education’, London, 


Methuen, 1972, 


pp. 163-82. ; . 
B. Koehl, The Comparative Study of Education: Perspectives and Practice, 
‘ ; h. 3 be 

lee E = ph : variety of names, including 


Resource centre Resource centres are & variety ing aids laboratory’, 
‘learning materials centre’, ‘audio-visual centre , learning 


‘ollections of 
or ‘instructional materials centre’. Usually eae carrels con- 
Print and non-print materials held in ô ater material. Collections 

ae A iew or li: : 
taining the necessary equipment to view O i i 
. ooks, magazines, 
are often in a limited subject area and typicaly oe goer projector 
journals, slides, films, posters, audio and video tap Ti ae hacia 
transparencies and self-teaching units containing @ variety 


Further reading 
Davis, H. S., ‘Instructiona 
Clarke, J., ‘Resource Based Lea! 
ere ppl used to describe training for a job other than 
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s’, Indiana University Press, 1971. 


ia Centre: 
ea Higher Education’, Croom Helm, 


rning for 


tii ties 
that the trainee was originally trained for. The a R 
Scheme has financed a great expansion of such S ‘ Ss 
also carry it out as their technologies change. (See Part 1, ch. Senmi 

Revised Code By the late 1850s the Education Department (see ces ea 
the Privy Council on Education) had become one of the largest “Office: Its 
lishments of the state with only one clerk less than the i pea aanedetl 
budget of nearly £1,000,000 was roughly one-fifth of the tota ma ae A 
for the civil estimates. In a period of financial retrenchment after the iiti 
War it was a prime candidate for expenditure cuts. In an effort to aati 
if not reduce, the education budget, Robert Lowe introduced a new 3 “id 
the Revised Code. At the annual inspection children had to satis y a 
Inspector that they had reached a certain standard in reading, writing i 
arithmetic and to have made 200 attendances since the last Ie secon 
first the grant was confined to the 3Rs, but during the course of its ae ee 
it underwent considerable modification with the introduction of new su pm 
such as French, German, Latin, elementary science, and a ig a S a 
a Royal Commission chaired by Viscount Cross had criticised it in 1 ae 
being too rigidly applied, major changes were introduced from 1890 ees : 
The practice of examining every child was modified, first by examin a 
sample in the 3Rs, and then stopped altogether in 1895. Examination a 
other subjects was gradually replaced by a system of block grants depen ites 
on inspection of the school as a whole. Controversy still surrounds rA 
issues: Lowe’s precise motives for introducing the Revised Code, an 
effect it had on educational standards. (See Part 1, ch. 10) 
Further reading i 1862, 
Marchum, A. J., Interpretations of the Revision Code of Education. few 
in ‘History of Education’, VIII no. 2, 1979, pp. 121-33, an up-to-date rev! 
of the relevant literature. Le case 

Role Structural-functionalism Sees interactions as possessing stability beca p 
they are regulated by normative demands to which the participants e 
responsive. Those rules which pick out the specific way in which a ia d 
individual is required to act in a certain form of interaction constitute a 
role in it. Structural-functionalists also claim that the internalisation of ma 
agreed rules of conduct within the Personality structure of the respect! 


: A 3 on- 
role-players is a further Condition of the stability of the interactions € 
cerned. This claim has led 


to the criticism that structural-functionalists Poi 

tray human beings as no more than passive enactors of the various roles Ha 
down for them by the external rules of society, rules that take comple 
control of them by means Of the process of internalisation. in- 

Symbolic interactionism puts forward an alternative concept of role, Fea s 
taining that the way in which an individual makes himself capable of ee 
acting with other People is by achieving an understanding of what they ê" 
doing and what they have in mind. He does this in the first place - as Mea 
is said to have shown — by ‘taking the attitude’ of the others and coming t° 
Know the meaning of their actions from the inside. He can then frame his 
own actions as meaningful 
of the others. His own part or role in the interaction consequently becomes 
one that he is constantly creati 


ee positions that can be taken. For an exploration of some of the 
middle ground, see Peter Berger, ‘Invitation to Soci 

> > jolo, 
Further reading ne 


cnt P., ‘Invitation to Sociology’, Doubleday, 1963. 

lusgrove, F. and Taylor, P., ‘Society and the Te A , 

& Kegan Paul, 1969. (See Part 1, ch. 15) sie tik 

Role-playing Participants are asked to enact a role during training, usually that 
which they have at work, in order to learn. Most role-plays deal with face- 
to-face, one-to-one problems and events. Good role-plays can reproduce 
real-life in a safe environment. (See Part 1, ch. 12) 

Royal Society of Arts The Society for the Encouragement of Arts, Manufactures 
and Commerce was founded in 1754 at the suggestion of William Shipley of 
Northampton. It received its royal charter in 1908. As well as offering prizes 
to encourage inventions, it started examinations in a wide variety of subjects 
in the 1850s, primarily for members of mechanics institutes. With the incor- 
poration of the City and Guilds of London Institute which became a major 
body for examining technical subjects, the RSA examinations in commercial 
subjects have become nationally recognised. (See Part 1, ch. 10) 


1 13-year-olds) being investigated is 
a smaller number (a sample) of the 
s representative of the 


Sample Because the population (say al 
usually too large, it is normal to use 
population. The smaller number is chosen to be a 
population as possible. (See Part 1, ch. 8) 


A sample is a carefully chosen group of people, objects or events such that 
the results from the sample can be said to represent the results we would 
expect from the total population. It is therefore necessary in choosing a 
sample to have a well-defined population so that the sample will not reflect 
a greater or lesser quantity of the attributes present in the whole population. 
For example, a sample of British schoolchildren would have to reflect the 
proportion of children in the various areas of Britain. A biased sample would 
result if a certain factor, such as the number of children at independent 
schools, was not properly represented. (See Part 1, ch. 6) i 
Scale A scale is defined as a system Or model for grading by size, quantity, 


quality or degree. All measurement, therefore, results in a numerical value 
e three basic kinds of scale, which differ in 


on some scale or other. There ar 
the properties attributed to the intervals between points on the scale. The 
three kinds of scale are called ordinal, interval and ratio scales. — 
An ordinal scale is one where each category represents a point on the 
continuum of ‘most’ to ‘least’. Numerical coding systems for filing cabinets 
do not represent points on such a scale, since a random reordering of the 
numbers would not change the interpretation” for each category. Therefore 
ordinary grouping or classification does not involve scaling and does not 
constitute measurement. On the other hand, a teacher ranking the pupils in 
his class according to how fast they can run does constitute measurement 
nk position would tell us 


using an ordinal scale. The number of a child's ra 
whether he was faster or slower than a child with another rank number. 


An ordinal scale becomes an interval scale when we can say something 
about the distance between numbers on the scale. This is achieved by having 
equal units on the scale so that, if X scores 10 more than Y and Y scores 10 
more than Z we can say that X would score 20 more than Z. Such linearity 
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is true only in relation to a specified judgment or operation. Thus loudness 
can be judged in terms of the number of amps being used by a resonator to 
produce sound. This produces a relation of the X, Y, Z kind where the units 
are amps. We could have a situation where X is ‘20 amps worth of sound’ 
more than Z. However, in terms of perceived loudness this scale is certainly 
not linear. A person asked to judge a sound halfway between X and Z will 
not choose (X — 10) amps worth of sound. Different units would be required 
to produce an interval scale for observed loudness. 

A ratio scale goes further than an interval scale in having a meaningful 
zero point. In considering temperature in degrees centigrade a value of orc 
to 10°C represents the same increase in heat as 10°C to 20°C. We cannot say 
that 10°C represents half as much heat as 20°C. Temperature can, however, 
be put on to an absolute scale where these kinds of statement would be true, 
but most educational measures cannot. The centigrade scale is analogous to 
the card game of bridge where six tricks is taken as an arbitrary zero and 
therefore a bid of ‘one trick’ in bridge terminology means obtaining seven 
tricks. We cannot then say that two tricks in bridge (i.e., eight tricks in 
reality) represent twice as many tricks as one trick (i.e., seven tricks in 
reality). A ratio scale, which enables us to make such comments as twice aS 
much or half as much, is characterised by having a true zero and having 
equal units of measurement. In the strict sense, therefore, no such scales 
exist in educational measurement since we are not justified in saying that 
someone who scores zero on a test of intelligence, or matheniatics, Say. has 
no intelligence at all. On those educational tests concerned with knowledge 
of a domain a true zero point may exist but the equality of intervals is 
Suspect. (See Part 1, ch. 6) 

ve ee marks or scores obtained in a test are wom m 
beea od used by the investigator. Ideally the scale units sho 
q €.g., the difference between 2 and 3 and 18 and 19 are the same). 


Ce are statistical techniques available, to give scaled scores. (See Part 1, 


genie x The Elementary Education Act 1870 permitted school boards 
ae pee education compulsory between the ages of 5 and 10 em 
en oe asis to the age of 13. In 1876 Lord Sandon’s Act grante 
Elementary Baus committees in non-school-board areas similar powers. The 
age of 10 cited, R Act 1880 at last made compulsory attendance to me 
full-time attendance (nent acts in 1893, 1899, and 1900 raised the age for 
First World War i ton 12 and for part-time to 14. By the outbreak of the 
between the a ai oe half the children in elementary schools were leaving 
so on sealing a 5 2 and 14 under local by-laws that allowed them to 3 
350 attendances i escribed standard of education or having made 300 © 
ished all part-time exe for the previous five, The Education Act 1918 abol- 
Local Authoriti exemption from 1921 onwards and made provision for 
“te raise the leaving age to 15, an option that the inter-war 
eptemb rative. A second attempt under an act of 1936 to take 
er 1939, the day Germany invaded Poland, also foun 
n 1947. School attendance to the age Of 16, 4 
Spens Committee in 1938, became compulsory in 
"Y children, compulsory school attendance. 
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Further reading 

Lowndes, G. A. N., ‘The Silent Social Revolution: an account of public 
education in England and Wales, 1895-1965’, Oxford University Press, 1969. 
(See Part 1, ch. 10) 

School-based curriculum development Though often placed in the context of 
complex argument about centralised v. localised control of schools, teacher 
autonomy, etc., the idea underlying school-based curriculum development 
is simple. It is the idea that the best place for designing the curriculum is 
where the learner and teacher meet (Open University, 1976). Its fuller 
rationale is a complex blend of pragmatic and ideological considerations. It 
claims, for example, that the teacher is in a better position than outside 
‘experts’ to appraise the learner’s needs and interests. Individual teachers 
need freedom to regulate the range and tempo of curriculum tasks, to form 
the educative relationships with pupils which externally imposed syllabuses 
and examinations distort, and to use the local environment and culture as a 
curriculum resource. If the school has sufficient autonomy over its curricu- 
lum, then it can engage in constructive exchange of ideas and skills with its 
surrounding community. In fact, the case for school-based curriculum de- 
velopment derives much of its force from an implicit diagnosis of the tend- 
ency for the curriculum to become insulated and inert, which results from 
teachers’ too ready acceptance of the limited instructional, control and se- 
lection function that society assigns them. , 

But the cogency of the idea depends equally on the analysis of the con- 
straints to be overcome to make school-based curriculum development feas- 
ible. For example, it first requires a national curriculum framework ae 
establishes an appropriate core curriculum; and an appropriate — e - 
ucation and support system, so that teachers may develop adequate design 
and evaluation skills, and can be kept in touch with criticism and research. 
Thus the idea needs to be seen in conjunction with that of rational-interactive 
planning and the problem-solving model of knowledge-utilisation. See also: 
curriculum planning models, knowledge utilisation, core curriculum. 


Further reading 
Dalin, P., ‘Limits to Educational 
1978. 
Eggleston, J., ‘School-based Curricul 
Paul, 1979. ; i 
Open University, ‘School-based curriculum csi w — 
Unit 26 of course E 203, Open University Press, 197%: miter of the Privy 
School examinations From the early 1840s onwards the “ ei ainina 
Council on Education began setting € : College 
colleges. Many other bodies followed this races | suit in 1893, 
of Preceptors began in 1850, the Royal Sore? of Are ned filing minor Va- 
the newly appointed Civil Service Commission’. star 
cancies by a qualifying examination in 1855, and 1 
Exeter sat papers inten 


‘mi class’ or secon 
ded for ‘middle-class D 
basis of the Exeter experiment the University of Oxford conducted i 
local schools examinations t 


he following year, an example that Cambridge 
followed shortly afterwards- 


These examinations had two great assets. They provided potential fee- 
1 


i : i ich to assess the efficiency of a particular 
paying parentswitia yardstick oy s were low. By putting the control of 


school when teaching upori in m universitiës links were made between 
the examinations in the hands © 


| Change’, Macmillan, ch. 6, pp. 95 - 108, 


um Development’, Routledge & Kegan 
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them and the schools, thereby warding off any threat of state eono oon 
middle-class education. The School Certificate, introduced in k wh ge 
grammar schools a similar academic boost. It was replaced by a Cha 
Certificate of Education at ‘Ordinary’ and “Advanced levels in 1 ‘a t 
a lower age limit of 16 was imposed at a time when pupils A te 
secondary modern and technical schools at 15, a Testriction that ee saan 
examination effectively to the grammar-school pupil. However, the arn 
was virtually abandoned two years later. Meanwhile secondary heen 
schools had begun to enter their pupils for a wide variety of — ae 
that did not always suit their needs, a development that led to an ape ins rie 
by a committee chaired by Robert Beloe. Its recommendations le 


ion i Iso: 
introduction of the Certificate of Secondary Education in 1965. See al 
public examinations, 


Further reading ary’, Per- 
Bruce, G., ‘Secondary School Examinations: Facts and Commentary’, 
gamon, 1969. ` A Uni- 
Roach, J., ‘Public Examinations in England, 1850-1900’, Cambridge 
versity Press, 1971. fe sath a 69. 
‘The World Year Book of Education, 1969. Examinations’, Evans, 19 
(See Part 1, ch. 10) or. ted 

School health service The reorganisation of the health service in meri E a A 
in the transfer of responsibility for the school health service rom e 
Area Health Authorities. The intention is to provide a opein ` el 
for children in which the school health service is integrated with hosp 


sali re s care 
specialist and general practitioner services to cover all facets of health 
for children. 


R 3 individ- 
The Area Health Authorities cover the same geographical area as ind! 


ual LEAs (or in parts of London, a combination of LEAs). The key ia 
are the Specialist in Community Medicine (child health), the Area see 
Officer, and the Area Nursing Officer. They have responsibilities both as he 
Area Health Authority and to the LEA. The services provided include = 
Provision of doctors, nurses, and therapists (physiotherapists and ER d 
therapists) to all LEA schools; arrangements for medical examinations aD 
immunisation, eyesight and hearing tests, inspections for infection and T 
festation, and the general Oversight of health care, including dental cats d 
schools. Moreover, advice is given on the educational needs of handicappe 

children in special schools. (See Part 1, ch. 1) 870 

School meals and the school health service The Elementary Education Act 1 


brought the previously uneducated poor and underfed child into the class- 


nt but, as with school meals, they had to recover 
costs from the parents Wherever possible. During the inter-war years the 
school meal service made little Progress despite the high rates of unemploy- 
ment and the meagre pa i i 


milk or paid half the retail price, a halfpenny for a third of a pint. Despite 
war time progress less than half the children were having school meals in 
1945. With its costs charged to the education budget, the school meal service 
has been a ready target for cuts. In contrast the school health service, which 
has been absorbed into the National Health Service since 1974, has escaped 


such attacks. 


Further reading 
Henderson, P., ‘The School Health Service, 1908-74’, HMSO, 1975. 


Leff, S. and V., ‘The School Health Service’, H. K. Lewis, 1959. 
Bulkley, M. E., ‘The Feeding of School Children’, Bell, 1914. 
Hurt, J. S., ‘Elementary Schooling and the Working Classes’, 1860-1918’, 


Routledge & Kegan Paul, 1979. 
‘Catering in Schools’, HMSO, 1975. 
‘Nutrition in Schools’, HMSO, 1975. (See Part 1, ch. 10) 

School psychological service In England and Wales almost all LEAs employ 
educational psychologists and have a well-developed school psychological 
service. The present ratio of psychologists to the school population is an 
average of one to 11,000. The school psychological service is primarily 
involved in work with individual children, including assessing their needs 
and making recommendations for individual programmes for them within 
the curriculum, and providing support for schools and parents. (See Part 1, 


ch. 1) 
Schools Council for the Curriculum and E; 


independent body is equally funded by t ] a 
is charged with the responsibility of undertaking research in England and 


Wales on the development of the curriculum, teaching methods and exami- 
nations at school level. Its findings form the basis of advice to the Secretary 
of State on examination policy. Fundamental to its operation is the principle 
that each school should have the fullest possible measure of responsibility 
for its own curriculum and teaching methods based on the needs of its own 


pupils and evolved by its own staff. 

The Council ay oe three information centres in England ome 
Wakefield and Newcastle-upon-Tyne) and there is an office for the np oe 
Council Committee of Wales. In addition to the staff at its London ae 
quarters and the two other regional centres the Council operate aie 
regional field officers covering England, Wales and the Channel Islands. 


Part 1, ch. 1 : 
Schools of oe Psychology as a discipline has not yet apie Ta 
of organisation of its knowledge that is to be found in t con es 
such as physics or chemistry- This is partly because Lamas ee se 
fundamental concepts comparable to the laws of cepa Fa Ppa ste ‘a 
Partly because there is no firm agreement amongst Bie nee determinants 
Study of human experience and animal behaviour an 
should be conceptualised. 
During this century the 
taken, which some writers have 
Woodworth identified six main s¢ 
Psychologists were to be uae oi 
turalism, i ism and association r 
schools. a with its insistence e: hemer saa 
the sum of its parts, was especially concerned with T ascent: i 
thinking. Its main findings have been absorbed into 


xaminations Established in 1964, this 
he local authorities and the DES. It 


a number of different approaches 
d into ‘schools of psychology’. R. 
merica (where the majority of 
uring the first half of this century. Struc- 
nism have not survived as separate 


re have been 
groupe 
hools in A 
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chology, but the influence of its approach continues in Gestalt bers ae 
is part of the contemporary interest in a more humanistic psycho Ss =i 
two schools identified by Woodworth which still exert a ete 
dent influence on contemporary psychology are behaviourism an feat al 
analysis. Humanistic psychology is comparatively new and a gr 
influence. i 
Eo contemporary psychologists are eclectic in their approach, TE 
hering to any particular school. They recognise the breadth and Soa eats 
of the subject matter they have undertaken to study and draw their A 
etical concepts and methodological approaches from whatever sources e 
appropriate, including physiology, medicine, statistics, electronics, pamp ser 
technology, and the other social sciences. The problems of the study o mi 
and of behaviour are too complex to be approached from one perspective 
alone. See also: theories of learning, psycho-analytic psychology. 
Further readin; 
Woodworth, R. S., ‘Contemporary Schools of Psychology’, 3rd ed., Me- 
thuen, 1965. (See Part 1, ch. 14) f Tai 
Science and Art Department The Department of Practical Art, Board of Tra i 
began to offer grants to the Schools of Design. It was transferred to the Fo 
President of the Council in 1856 and became part of the new Science an 
Art Department which began to offer grants for the teaching of science Tat 
1859 onwards. Except for the years 1873-4, there was no effective integratio! 
with the Education Department until the formation of the Board of Educaton 
in 1899. (See Part 1, ch, 10) m 
Score There are two main kinds of score — a raw score (RS) anda — 
Score (SS). The RS is the simple sum of items correct. This can then z 
translated to a SS. The purpose of this transformation is to provide score! 
which have greater interpretability. (See Part 1, ch. 6) 
ottish Council for Educational Technology (SCET) Founded in the 1930s as 
the Scottish Film Council, the Scottish Council for Educational Technology 
was brought into formal existence in 1975. Over a long period of promoting 
the use of film in education through its ‘Scottish Central Film Library’, e 
Film Council developed a Programme of promotion and development © 
Services that took in all aspects of audio-visual media and subsequently 
educational technology. SCET is made up of representatives from all aspects 
of education and industrial/commercial training in Scotland, together with 
representatives of the Scottish Education Department and appointees of the 
Secretary of State, The Council Operates an advisory and consultancy service, 
courses, conferences and a range of developmental projects and publications. 
The Information Service offers data on both software and hardware. Equip- 


ment is loaned out through the Technical Service, as are a number of 
cinemas. 


Se 


The Council also maintains an active programme in film culture through 
the Scottish Film Council, a division of SCET, which in addition to promoting 
and supporting community and cultural interests in film and video has estab- 
lished as part of its Programme seven regional film theatres and runs the 
Edinburgh Film Festival. 


The recently established Scottish Film Archive, in addition to its declared 
archival functio; 


n, creates new learning materials for education through the 
transfer of archival material 


Scottish Education Department (SED) The Scottish Education Department is 
a sector of the Scottish Office which, though it is regarded as a single 
Government department of Whitehall, reflects through its large number of 
internal departments the degree of difference between many of the systems 
in Scotland and England. The Scottish Education Department itself reflects 
some of these differences in that it provides not only for Scotland the 
functions of the DES in England and Wales but also includes other 
responsibilities. 

The main divisions are: Primary and Secondary Education, Local Govern- 
ment, Special Services and International Relations, Educational Planning, 
Schools Examinations, Research and Educational Technology, Schools Cur- 
riculum, Statistics, Formal Further Education, Higher Education Awards to 
Students, Informal Further Education, Supply and Training of Teachers, 
Teachers Record Card System, Salaries and Income, Administration of Col- 
leges of Education, Educational Building, Social Work Services Group, 
Museums, Children’s Hearings, Probation Research, Social Work Staffing 
and Training, List D Schools, Child Care, Central Advisory Service, and as 
with the other Education Departments, the Inspectorate. 

Whilst the SED is not in direct control of the Scottish universities, which 
look to the University Grants Committee for support, there are inevitably 
close ties between these two bodies because of the necessary collaboration 
Over examinations and curriculum. Scotland has a single examination board, 
the Scottish Certificate of Education Examination Board (see examining 
bodies). In Scotland the function of polytechnics, higher education in tech- 
nology, art, domestic science, music and agriculture is provided by central 
institutions, and the lower-level courses by the colleges of further education. 
(See Part 1, ch. 7) 

Scottish Health Education Group (SHEG) The Council provides assistance to 
Health Boards and Local Authorities, through the promotion of health 
education, the running of courses for staff and the provision of resources. 
This last function is carried out through the Scottish Health Education Unit, 
Which actively creates materials on health education, some of which reach 
the public through the media. Films are distributed via the Scottish Central 
Film Library. It assists local bodies in the creation and evaluation of materials 
and courses. The unit has funded a number of Senior Lecturer and Lecturer 
Posts at Scottish universities and promotes several fellowships. Research and 
valuation Projects on major topics of health are funded at universities. (See 
Part 1, ch. 7) 

Scottish Institute of Adult Education The Institute is an advisory and consult- 
ative body reflecting nationally the interests of organisations, institutions and 
individuals concerned with the provision of education for adults. It arranges 
conferences and training courses, undertakes research, acts as an information 
“entre and maintains links with international bodies in the adult education 

field. The Scottish Adult Basic Education Unit and the Scottish Telephone 

Referral Service are agencies of the Scottish Institute. (See Part 1, ch. 7) 

Screening hypothesis The ‘screening’ or ‘filter’ hypothesis suggests that em- 
Ployers use educational qualifications simply as a screening device which 
enables them to select workers who have certain natural abilities or attitudes 
which will make them more efficient in a job. This view denies that education 
has a direct role in improving workers’ productivity, by giving them skills or 

nowledge, and implies that educated workers earn more than uneducated 
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ili art 1, 
workers simply because of their superior natural ability. (See Par 
ie courses New technology is changing the role of the ie pe 

ye sor he mee (purely mechanical skill) to genuine ee r 
tant or administrative assistant to a boss. Secretarial me a i te 
senior level, are increasingly reflecting these changes. 

: ded and 

TEFA of State for Wales The provisions of the 1314 nine = 
the 1980 Act apply equally to Wales as to England; = E ae A 
change in administration in 1970 when responsibility for pii N eet 
ondary education in Wales was transferred from the Secre y MEE 

e Secretary of State for Wales. Fu e 

he University) and other matters E 

rcising in Wales the functions of the arene 
ence with the exception of the supply, tra aie 

and superannuation of teachers: pee i 

conduct cases; and appointment of H. M. Inspectorate. (Sce Rart poe 
on The pioneering work of Sir Franci naan 
et, and Victor Simon made possible ue sack 

ng. In England Sir Cyril Burt carried t Wise k 

the early 1920s there were group tests, Sa 
nd marked by laymen, and individual tests 


Further reading 

Hearnshaw, LS 
Simon, B., ‘Intel 
& Wishart, 1953. 
Sutherland, G., ‘The Ma 
Education, 190040" 


++ ‘Cyril Bur 


t: Psychologist’, Hodder & Stoughton, 1979. 
ligence Test 


g ce 
ing and the Comprehensive School’, Lawren 


gic of Measurement: Mental Testing and Englis 
» trans. Ry] Hist. Soc, 
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Self-concept The self-concept has three main components: the self-image, or 
impression we hold of ourselves, which is constructed largely from how we 
think we see ourselves reflected back from others; the ideal self, which is 
our image of how we could or should be; and self-esteem, which has its 
origins in the feelings we have about the self we believe ourselves to be. 
Further reading 
Cooley, C. M., ‘Human Nature and the Social Order’, Charles Scribner’s 
Sons, 1902. 

Mead, G. H., ‘Mind, Self and Society from the Standpoint of a Social 
Behaviourist’, University of Chicago Press, 1934. (See Part 1, ch. 14) 

Self-monitoring Self-monitoring is the form of action research important in 
curriculum development as the means to foster teachers’ capacities for evalu- 
ation and self-criticism. Many curriculum ideas (for example, discovery learn- 
ing) fail because the teacher is only partly aware of how his classroom 
Practice negates his curriculum aims. Thus the teacher can get research data 
on his actual performance in several ways: feedback from pupils; the 
audio-taping of classroom transactions; or ‘triangulation’, where a third party 
observes teacher-pupil interactions. (See Part 1, ch. 4) 

Self-rating A procedure used to enable a person to find out something about 
himself. Self-rating may be on the basis of a questionnaire with a scoring 
system (commonly used in magazines). Self-rating scales are not renowned 
for consistency or reliability. (See Part 1, ch. 8) 

Self-teaching techniques Self-teaching techniques are those which show a real- 
isation of the learner as central'to the teaching-learning process. Such tech- 
niques reflect the change from a teacher-based process to one where the 
Student actively takes responsibility for his own progress. This change of 
emphasis has expressed itself in the emergence of the discipline of educa~ 
tional technology. (See Part 1, ch. 9) 

Semantic differential A procedure using words which are opposite. By placing 
a scale in between, say four or five points, respondents are required to select 
4 position on the scale in relation to their reaction to the words in their 
context. (See Part 1, ch. 8) 

Sensitivity training This, the general term, is used to describe several tech- 

niques, deriving from T-group (training group, originally), that use highly 

Participative methods to improve skills in working with people by increasing 

abilities: to understand how others react to one’s own behaviour; to gauge 

relationships between others; and to behave as required by the situation. 

Terms like Sensitivity, group dynamics and group relations are used as syn- 

onyms for this kind of training. (See Part 1, ch. 12) 

nsory memory The sensory memory is a hypothetical first stage in the memory 

Process where the effects of sensory stimulation are held in storage for a 

brief moment after they have been experienced. Some of this transitorially 


Stored material will be transferred to the short-term memory but most is lost 
immediately. 

Further reading 

Gregg, V., ‘Human Memory’, Methuen, 1975. (See Part 1, ch. 14) 

Setting In a school organised by streaming a child might be in a class of a 
Certain ‘average’ level of ability for a whole range of subjects. Setting is a 
refinement of this system, practised especially in secondary schools, whereby 
Len are grouped according to their ability in specific subjects. (See Part 

»ch. 1) 
Seven-point plan Roger has suggested seven headings for selecting and classi- 


Se 
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fying information which is relevant to determining the appropriateness of 
occupational choice for an individual. His seven headings are: (1) physical 
make-up, (2) attainments, (3) general intelligence, (4) special aptitudes, (5) 
interests, (6) disposition and (7) circumstances. As much relevant informa- 
tion as possible should be gathered under each heading for the requirements 
of the job and for the individual before a decision is made. 

Further reading 

Roger, A., ‘The Seven-Point Plan’, Paper no. 1, National Institute of In- 
dustrial Psychology, 1952. (See Part 1, ch. 14) 

Short-term memory Short-term memory is a hypothetical second stage in the 
memory process, where a limited amount of information can be held briefly 
in storage for immediate use. Coded information can be used to increase its 
capacity for storage. Information in the short-term (or working) memory is 


rapidly lost unless it is rehearsed or goes forward to the long-term memory 
stage. 


Further reading 
Gregg, V., ‘Human Memory’, Methuen, 1975. 


Baddeley, A. D., ‘The Psychology of Memory’, Harper & Row, 1976. (See 
Part 1, ch. 14) 
Significance Significance is often used in the statistical sense to mean that a 
certain event is unlikely to have occur: 
that two events, such as the differenc 
differences (referred to as the null h 
defines a model of what 


red by chance. It is usual to assume 
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normal skewed 

Skill centre Skill centres are former Government training centres now operated 
by the Division of Training Services, the Manpower Services Commission. 
They specialise in accelerated vocational training for adults. There were 69 
centres with 42 annexes; they cost £84 million to run in 1978 and 22,738 
people completed courses. It has been estimated by the Civil Service Union 
(representing skill centre instructors) that 70 per cent of the said centres’ 
output find jobs in their chosen skills within three months of completing 
their courses. (See Part 1, ch. 11) 

Skills analysis In learning which involves dexterity, a means of identifying the 
skills required is used. There are particular procedures (skills analysis) using 
checklists and charts which enable a careful analysis to be carried out. (See 


Part 1, ch. 8) 


including job analysis and training within 
industry) used to help to identify training needs, skills analysis is probably 
the most widely used, not only for manual jobs but also for many others. 
The technique is derived from work-study and was developed to its present 
levels by Seymour. It is a detailed and systematic study, consisting of ‘iden- 
tifying and recording the psycho-physiological characteristics of skilled per- 
formance, and determining the cues, responses and decision-making 
functions involved’. (‘Glossary of Training Terms’, HMSO, 1971) In essence 
the work of skilled performers is subject to examination, and those special 
skills required by the task analysed in depth. A less intensive technique (like 
TWD) is used for the ‘easier’ parts of the task. This leads to the design of a 
training programme to enable people to learn the skills. N 
When analysing in this way, two further sets of skills can be examined. 
First, it is possible to collect information about faults which commonly occur 
and those which are costly in either time or money or both. It can be held 
that this is a separate technique (and it can be so used), but most trained 
skills analysts also carry out faults analysis at the same time. Second, many 
tasks require inter-personal skills (face-to-face, social or interactive skills). 
These also need a detailed analysis if they are to be taught systematically 
and effectively, In many jobs inter-personal skills are of critical importance 
but are rarely subjected to the same kind of attention received by manual 
tasks. The development of techniques is now relatively well advanced and 
no doubt they will become as much part of the trainer's repertory as manual 
skills analysis. 
Further reading 
Seymour, W. D., ‘Industrial Skills’, Pitman. 1967- 
Seymour, W. D., ‘Skills Analysis Training’. Pitman, 1968. 


Amongst a variety of techniques ( 
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Jones, S., Department of Employment and Productivity, ‘Training Infor- 
mation Paper No. 1’, HMSO, 1968. (See Part 1, ch. 11) Tum 
Skinner Skinner’s article ‘The Science of Learning and the Art of pe ng 
appeared in 1954. In this he made the following comment on the rein i. 
ment of responses: ‘It has become a routine exercise to demonstrate this i 
classes in elementary psychology by conditioning such an organism as i 
pigeon.’ He then went on to discuss the classroom situation and was a, 
of the relative infrequency and delay in reinforcement of material presente: 
to and produced by students. , 
In an article entitled ‘Teaching Machines’ (1958) Skinner examined Pres- 
sey’s work, maintaining that some form of teaching machine would be like 
having a private tutor who insisted on the material being understood before 


the student moved on. Skinner's ideas laid the basis for the programmed 
learning movement. 


Further reading 


Skinner, B. F., The Science of Learning and the Art of Teaching, in ‘Harvard 
Educational Review’, 24, Pp. 86-97, 1954. 


Skinner, B. F., Teaching Machines, in ‘Science’, 128, pp. 969-77, 1958. (See 
Part 1, ch. 9) 


Slide The slide often used in education is 35mm film horizontal format mounted 


in a card or plastic mount. As slides are usually of high definition and in full 
colour the resulting projected image can be large and yet of very high quality. 
Slides thus have these advantages over television pictures but obviously 


cannot show movement, although animation can be achieved using tapel/slide 
techniques. (See Part 1, ch. 9) 


Social aspects of learning Al 
Settings of one kind or an 
system of numerous overla 


most all formal learning takes place in social 
other. Each individual learner is involved in a 
PPing social groupings, some formal, some infor- 
mal, which will influence his approach to learning through the attitudes, 
assumptions and predispositions to behave in certain ways that he acquires 
from them. 
Within each grou} 
role and a status 
the other members o! 


purpose for which the 
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Further reading 

Cortis, G., ‘The Social Context of Teaching’, Open Books, 1977. 

Johnson, D. W., ‘The Social Psychology of Education’, Holt, Rinehart & 
Winston, 1970. (See Part 1, ch. 14) 

Social class Social class is 2 concept rooted in everyday life, where references 
to the upper classes, middle classes and working classes are continually being 
made and understood without any apparent difficulty. Yet sociologists find 
the concept far from easy to analyse at a theoretical level. 

One mode of theoretical analysis stems from Weberian sociology. Weber 
makes a basic distinction between class and status. People belong to the same 
class when they have a similar position in the economic sphere in relation to 
opportunities for income and the acquisition of goods. People have the same 
status when they are commonly accorded a similar degree of prestige in the 
eyes of others. This kind of analysis makes possible the construction of a 
hierarchy of social classes either on the basis of Weber’s concept of class, or, 
alternatively, on the basis of the two categories — class and status — in 
combination. The establishment of such a hierarchy is necessary in many 
studies, such as studies of social mobility and equality of educational 
Opportunity. 

Marxian theory puts forward a m 
analysis, both the everyday and the W 
belong equally to the level of ideology 
terms of the continuing class struggle. V; 
then come to be recognised as significant be 
ceived as the effects of this fundamental strugg) 
and an oppressed class. 

Further reading 

Giddens, A., ‘The Class Structure 0: 
1973. 

Lawton, D., ‘Class, Culture and the Curricul 
1975, (See Part 1, ch. 15) 

Social control According to structural-functionall 
of any society or social system is to ensure th 
their own self-interest in a manner that brings them into serious conflict with 
each other and leads to social disorder. Socialisation is the primary means 
of social control whereby such tendencies are curbed. The internalised sets 
Of norms that are acquired through socialisation have the function of inducing 
conformity with the requirements of the social system as à whole. 

On the other hand, deviance — or behaviour that contravenes these norms 
~ is always possible. When deviant behaviour does occur, appropriate steps 
have to be taken by others to defuse the situation. A range of supportive, 
Permissive, or restrictive responses can be enlisted in such circumstances as 
mechanisms of social control. The coercive power of the state, expressed 
through an institutionalised legal code and code of punishment, provides the 
Most extreme restrictive form of social control; but society possesses a large 
number of less visible mechanisms enabling it to control deviant behaviour. 

Many sociologists other than structural-functionalists agree with their gen- 
eral claim that there are numerous forms of social control, of varying degrees 
of invisibility, aimed at preventing certain forms of behaviour or keeping 
them in check. The concept of social control, moreover, does not preclude 
a critical standpoint. Ivan Illich, for example. regards the school as an agency 


ore complex concept of class. On its 
eberian pictures of the class structure 
, and need to be re-interpreted in 
arious class divisions in society will 
cause they will be clearly per- 
Je between an oppressing class 


f the Advanced Societies’, Hutchinson, 
um’, Routledge & Kegan Paul, 


ism, one of the basic problems 
at its members do not pursue 
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of social control which in Western society typically fosters a new type of 
alienation, and he is therefore led to call for deschooling. 

A wide variety of sociological perspectives has, in fact, informed the 
analysis of schooling as a means of social control. 
Further reading 
Davies, B., ‘Social Control and Education’, Methuen, 1976. 
Sharp, R. and Green, A., ‘Education and Social Control’, Routledge & 
Kegan Paul, 1975. (See Part 1, ch. 15) 

Socialisation The classical starting point here is Durkheim's conception of 
socialisation, and his view of education as methodical socialisation (see 
Durkheimian sociology). Parsons attempts to refine upon Durkheim's argu- 
ment, and to give a detailed analysis of the socialising process, which in his 
opinion hinges on the employment of sanctions. He sees each actor within 
an interaction as sensitive to the expectations of those interacting with him 
and to the sanctions they use in order to achieve their expectations. The 
effect of such sanctions, Parsons maintains, is in the course of time to create 
and sustain norms and values that regulate any interaction and determine 
each actor's role in it. These norms and values are given stability by inter- 
nalisation: that is, they are integrated within the actor's personality at the 


level of his basic need-disposition structure, so that they are no less imper- 
ative for him than his own needs. 


An example of the kind of application that Parsons’s theory of socialisation 


ducation is afforded by Robert Dreeben’s ‘On 
1968). This is an American work, but it gives 
a generalised analysis relevant to Schooling in Britain, discussing in detail 


the way pupils learn to adopt various norms. 
There are man: 


mmon-sense knowledge and interactional 
competence; and Marxian theory tends 


to consider it in relation to the 
concept of ideology. 
Further reading 
Durkheim, E., ‘Education and Sociology’, Free Press, 1956. 
> R., ‘On What is Learned in School’, Addison-Wesley, 1968. (See 


known as social lag. 
Further reading 


become important as keys to the establishment of criteria for determining 

the composition of the various layers or strata and their hierarchical 

Structure. 

The use of the concept of social mobility in the sociology of education has 
typically been associated with a concern to discover how far differences in 
social class are linked with differential access to education. In ‘Origins and 
Destinations’ (1980), A. H. Halsey, A. F. Heath and J. M. Ridge examine 
this issue in a wide context that includes arguments put forward by Pierre 
Bourdieu in terms of the concept of cultural capital. 

Further reading 

Goldthorpe, J. (in collaboration with C. Llewellyn and C. Payne), ‘Social 

Mobility and Class Structure in Modern Britain’, Clarendon Press, 1980. 

Halsey, A. H., Heath, A. F. and Ridge. J. M., ‘Origins and Destinations’, 

Clarendon Press, 1980. (See Part 1, ch. 15) 
Social sciences approach This approach is typified 

comparativists of the methodologies of anthropo 

mists and others. 

During the 1960s a body of criticism was d 
historical-humanistic school. Some of these criticisms have been mentioned 
briefly. For example, Kandel and others were alleged to have been highly 
subjective, since they used indeterminate concepts such as national character 
and a level of generality which led to misinterpretation of their findings. 

Their main emphasis lay in the past rather than the present, while their 
identification of antecedent causes was not always relevant to the solution of 
Current problems. It was generally held that there was a need to focus on 
More rigorous approaches to theory generalisation, on policy-making con- 
siderations and on the solution of problems in education. 

Thus comparativists looked to the philosophies and techniques used by 
social scientists in order to achieve the academic and research rigour they 
Sought. In attempting theory generalisation social scientists employed meth- 
Ods similar to those used by their colleagues in the physical sciences, in an 
attempt to control or predict social phenomena. They reflected on the prob- 
lem, established and tested hypotheses by a rigorous, often total, analysis 
Using appropriate social sciences. These could be used not only in identifying 
but also in collecting and analysing relevant data which would be employed 
to establish universal laws concerning school and society. n , 

It could be argued that the indiscriminate use of the social sciences might 
lead to a superficial investigation, with a consequent lack of academic ngom 
The predominance of one major science, in which the investigator has been 
trained, in the study should mitigate against this defect. Agan it has been 
argued that social scientists differ so much in their orientations that they find 
it difficult to appreciate the common ground between them. Philosophers, 
for instance, focus on the intellectual and moral development of children; 
sociologists, until recently, sought to demonstrate empirically the relationship 
between social class background, attitudes and expectations to educational 
achievement and career patterns; while educators have been mainly con- 
cerned with service-oriented professional activities. Thus a knowledge of two 
Or more social sciences by the researcher is desirable. Other criticisms have 
been made by radical anthropologists. Included in the social science school 
would be those who use the problem approach and the philosophical, the 
Sociological, the scientific and the ecological and cross-disciplinary 


approaches. 


by a more frequent use by 
logists, sociologists, econo- 


irected against the work of the 
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ther readin, Sa 
Aa A. M. and Massiales, G. B., ‘Tradition and Change in Education’, 
ch. 1, Prentice Hall, 1965. , 
Fischer, J., ‘The Social Sciences and Comparative Study of Educational 
Systems’, Scranton, 1971. (See Part 1, ch. 3) 

Social stratification Stratification has in many societies involved a system of 
castes or estates. Weber (see Weberian sociology) distinguishes such exam: 
ples of status stratification from class stratification. People, he says, think 
more in terms of status stratification when economic conditions are stable, 
and more in terms of class stratification in periods of economic transforma- 
tion. Many studies of present-day society do use indices of status mainly to 
support a class analysis. However, the continuing relevance of status strati- 
fication is the theme, for example, of Randall Collins's Functional and 
Conflict Theories of Educational Stratification (in ‘American Sociological 
Review’, 1971), where Weber's concept of status is made the basis of a 
conflict view of stratification. 

Further reading 


Littlejohn, J., ‘Social Stratification’, Allen & Unwin, 1972. (See Part 1, ch. 
15 

aches for Academic Gaming and Simulation in Education and Training (SAG- 
SET) An international association devoted to the promotion of academic 
gaming and simulation at all levels of education, training and business. 
SAGSET organises an annual conference, publishes a quarterly journal and 
Provides an information service to members. (See Part 1, ch. 7) 

Society of Education Officers This society, whose membership includes County 
Education Officers, Chief Education Officers, Directors of Education, De- 
puties and Assistants, represents those senior officers in education authorities 
in England and Wales responsible for the conduct of education, In addition 
to the nationally elected and regionally appointed members of the executive 


committee, England and Wales are serviced by a series of Regional Sec- 
tetaries. (See Part 1, ch, 7) 


Sociological approach This offers no ne 
methods and recommends that moi 
bined with the use of more depen 
Further reading 


w method but uses existing sociological 


re acute questions should be posed, com- 
dable research techniques. 


Further reading 
Young, M., Taking Sides Against the 
Commitment in Teaching and the Soci 


Sociologist’s contribution Sociologists 
valuable indications of the interdepe: 
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the development of typologies, and estimate the influence of roles, groups 
and social stratification on educational processes. 

Further reading 

Fischer, J., ‘The Social Sciences and Comparative Study of Educational 
Systems’, Scranton, 1971. (See Part 1, ch. 3) 

Sociology of knowledge There are two distinct versions of the sociology of 
knowledge: the one might be called the traditional version, and the other 
the political or class version. 

The traditional view was that what might be called ‘the spirit of the age’ 
affected judgments and influenced ideas about what was true or false. Des- 
cartes, for example, could be seen as a philosopher who was trying to find 
a method which would enable him to escape from these influences. However, 
it might be suggested that it is not only beliefs, but also the manner of 
assessing beliefs which is affected by social conditions. Thus Descartes, it 
might be alleged, could never hope to find a method which would free him 
from this kind of error. An updated version of this is that Knowledge is a 
means of control, so certain types of information are awarded the accolade 
of ‘knowledge’ because this type of knowledge is useful to the dominant 
group, etc. However, the presupposition that the standards by which know- 
ledge is assessed or examined are somehow either arbitrary or unwarranted, 
holds in both cases. There can be no knowledge because there can be no 
‘real’ standards of assessing beliefs. Similarly there could be no means of 
assessing the claims of magic or modern science, because the standards of 
assessment are equally ‘arbitrary’. 

A society may reject one type of knowledge and accept another; e.g- 
Western Europe ‘chose’, for various reasons, the mathematical and scientific 
view of the world. But it would be difficult to maintain that the methods are 
themselves arbitrary or unsubstantiated. (See Part 1, ch. 13) 

Earlier this century, Karl Manheim was notable both for his development of 
the sociology of knowledge and for his groundwork in the sociology of 
education. However, this connection between the two spheres is of much 
less contemporary significance than the connection between the sociology of 
knowledge and the ‘new’ sociology of education. What especially needs to 
be understood is the way in which the very concept of the sociology of 
knowledge recently underwent a transformation through the influence of 

Berger and Luckmann’s innovative study, “The Social Construction of Real- 

ity’. Marx’s thought had long been recognised as crucially peice sod 

saology of knowledge, but Berger and Luckmann caused Schutz's thought, 

00, to come to be viewed as equally relevant. , 
Marx insists that it is not ERA beliefs that determine the nature of 

their social life, but rather the nature of their social life that determines their 

beliefs. More specifically, he explains the development of vation forms ot 
ideology in terms of the relations of material production and conditions of 

Production arising in class societies. All such attempts to explain the beliefs 

people hold by reference to the circumstances of their social life belong to 


the sociology of k , A 

Schutz aes ay oae see his phenomenological sociology as occupied 
with this kind of theoretical enterprise- Berger and Luckmann, however, 
incorporate his thought within the sociology of knowledge by widening the 
concept of the sociology of knowledge itself, arguing that Schutz's major 
Preoccupation, the analysis of the social construction of reality, should be 
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te-defined as one of the sociology of knowledge’s essential tasks. See also: 
reflexive sociology, sociological relativism. 
Further readin, o 
Berger, P. wae Luckmann, T., ‘The Social Construction of Reality’, Dou- 
bleday, 1966. ; i 
White. J. and Young, M., The Sociology of Knowledge: A Dialogue, in 
‘Education for Teaching’, No. 98, pp. 4-13, 1975; No. 99, pp. 50-8, 1976. 
(See Part 1, ch. 15) r 
Sociometry Sociometry is a technique that was developed by Moreno to a. 
Prove small-group morale and work. It can also be used as a research tool. 
Sociometry involves asking each group member to state their social prefer- 
ences for companions in a range of situations. The sociometric status of each 
individual can be calculated by adding up the number of choices each re- 
ceives. The sociometrie structure of the small group can be shown diagram- 
matically using a sociogram. 
Further reading . 
Morrison, A. and McIntyre, D., ‘Teachers and Teaching’, Penguin, 1969. 
(See Part 1, ch. 14) . 
Special education The Education Act 1944 required LEAs to establish special 
schools or classes to meet the needs of children needing special educational 
treatment. This and subsequent legislation and regulations which followed 
have been superseded by the Education Act 1981 which relates to children 


with special educational needs. This carried the obligations of the LEAS 
much further. The Area 


by the age of two or eve; 
educational needs of eac 
envisaged. Such educatio; 
practicable in ordinary si 
with their peers. The edu 


2 
z= Š 
VN 
x = deviation from mean 
N = number of scores 
z 


= sum of standard deviation 
T = standard deviation 
(See Part 1, ch, 8) 


Standardisation This term is used in two war 
both uses are interdependent. The fi 
interpretation of scores as meaning! 


ys in educational measurement, but 
rst concerns the attempt to make the 
ful as possible by having a standard 
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Standardised score Standardised scores are 


against which the scores can be compared. The second use concerns the 
attempt to make the measuring instrument as consistent as possible by 
administering it under standard conditions. Consistency is obviously a pre- 
condition for meaningful interpretation. 

The standardisation of a test in terms of interpretation requires that the 
scores can be compared with an acceptable standard. In educational measure- 
ment this is often achieved by comparing a testee’s scores with the scores 
obtained by a relevant ‘other’ group of testees. Thus, in educational measure- 
ment, the relevant ‘other’ group is called the standardisation sample, and 
the process of standardisation refers to the administering of a test to such a 
sample. The relevant ‘other’ group is often a sample of children who rep- 
resent a local or national group. Scores can then be compared with the score 
obtained by such a group, and it can be estimated whether a person is 
performing better or worse than the average member of this population. 
More precise information can also be obtained. We can quantify how much 
better or worse than average a certain score rates. 

The standardisation of a test in terms of the conditions under which it is 
given involves the attempt to control certain variables which could make the 
scores fluctuate but which are not variables which are considered necessary 


to be reflected in the resulting scores. These variables can be classified under 


three headings: testee variables, situation variables and instrument variables. 


Testee variables involve, among others, fatigue, motivation, preparation 
and stress. Thus the testee being measured should not be too tired; he should 
not be unmotivated to perform as well as he can; he should be equally 
familiar with the task to be done as other testees and he should not have 
undergone any traumatic experience (such as bereavement) which would 
affect his internal state. It is impossible to remove the effect of all these 
variables, but it is necessary to ensure that their effect is minimised. ; 

Situation variables involve basic conditions like heating and lighting. which 
should be adequate for testees to perform to their maximum ability. , 

Instrument variables involve both the way in which the instrument is 
administered and the quality of the instrument's materials. The first requires 
that a person administering a test should use the same instructions for 
administration, usually requiring the administrator to read out the instruc- 
tions from a test manual. The second requires that a pencil and paper test, 
for example, has the same quality of print legibility for all testees. It can be 
seen that if one is interested in ability, for example, one will not wish to 
Measure the effect of the above variables on performance. 

Further readi 
Angoff, we Scales, Norms and Equivalent Scores in “Educational Mea- 
surement’ ed. by R. L. Thorndike, ch. 15, 2nd ed., American Council on 


Educati ch. 6 
ion, 1971. (See Part 1, ch. 6) derived from tests where informa- 


n relation to the population. 
try out tests with the whole relevant 
representative of the population (for 
sed over the entire ability range to 


tion is required about a person's performance ! 


However, it is seldom possible to 
Population. A sample is used which is 


example, 3,000 to 5,000 are samples u t k ; 
Tepresent the population of, say. 11-year-olds in the United Kingdom.) 


Standardised scores are usually used for one age group rather than across 
age groups. The scores that are actually obtained when marking the test are 
converted mathematically to a standardised score. A standardised score 
could have a mean value of 100 and a standard deviation of 20, e.g. a 
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difference of 60 from the mean represents three standard deviations. The 
distribution of scores can be corrected to a normal distribution because this 
enables some tentative comparisons between standardised scores based on 
different abilities. The deductions that can be made from the standardised 
Scores on a test relate to a person’s position in relation to the population; 
for example: a person being given a standardised score of 110 indicates that 
on that test 75.8 per cent of the population will score 110 or below. For 
further information on calculating standardised and normalised standard 


scores a book on statistics should be consulted. See also: norm-referenced 
measurement. 


Further reading 


Guilford, J. P. and Fruchter, B., ‘Fundamental Statistics in Psychology and 
Education’, 1978, 


McCall, W. A., ‘Measurement’, ch 22, Macmillan, 1939. (See Part 1, ch. 8) 
Standards of the Revised Code 1862 


Standard 1 

Reading Narrative in monosyllables. 

Writing Form on blackboard or slate, from dictation, letters, capital 
and small, manuscript. 

Arithmetic 


Form on blackboard or slate, from dictation, figures up to 20, 
name on sight figures up to 20; add and subtract figures up 
to 10; orally, from examples on the blackboard. 


Standard VI 


Reading A short ordinary paragraph in a newspaper, or other modern 
narrative. 

Writing Another short ordinary Paragraph in a newspaper, or other 
modern narrative, slowly dictated once by a few words at a 
time. 

Arithmetic 


A sum in practice or bills of parcels, 
The Tequirements of each Standard were gradually raised and a Standard 
W introduced during the life-span of the Revised Code. (See Part 1, ch. 


to mean those scores which have 


s is its usage į a 
Further reading 8€ in ethnomethodology. 


Bendix, R. and Lipset, S. M. (eds), ‘Class, Statu è 
& Kegan Paul, 2nd ed., 1967. (See Part 1, ch, 15) ies 


Strategies of curriculum change Though ‘strategy’ has an inappropriate military 
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connotation, it is a useful concept to concentrate attention upon the en- 
meshment of curriculum development within complex social interactions, 
and hence on the need to steer those interactions towards long-term aims. 
Without the adoption of a ‘strategic approach’, curriculum development 
tends towards two extremes: over-cautious, piecemeal evolution, which has 
little effect on basic practices and habits of mind; or radical changes which 
fail because neither the commitment nor the understanding to implement 
them have been developed. Thus to have a change strategy is to have decision 
principles for situations in which minds and practices need re-interpretation. 
Ideally, change strategies should mesh with broader ‘developmental strate- 
gies’ which draw upon models of knowledge utilisation and dissemination 
(Open University, 1976). 

But ‘change strategy’ does not imply that there are specific guidelines that 
can be generally applied. The idea as such can be used to analyse tendencies 
in how curriculum workers try to bring about change; for example, by 


relating their approach to their ‘targets of change’. Three main approaches 


have been conceptualised: power-coercive, to change organisation structures, 
directive or law; normative-re-edu- 


etc., where the medium of change is a 

cative, to change attitudes, values, etc., where the medium is inter-personal 
relationship and trust; rational-empirical, to change teaching content, etc. 
where the medium is an evaluation report, lecture, etc. (Bennis, 1961). A 
comprehensive strategy will of course be adapted to a particular situation 
and may use all three emphases at different phases. In fact, the idea of 
strategy can articulate the sense in which teachers might conceive themselves 
as ‘change-agents’, emphasising that to be fully effective they need to analyse 
the social constraints within which they work, and to develop concerted, 
collaborative strategies to minimise them (Skilbeck, 1971). See also: 
school-based curriculum development, knowledge utilisation, curriculum 


planning model, support system. 
Further reading 
W. G. Bennis (ed.), ‘The Planning of Ch: 
1969. 
Skilbeck, M., Strategies of Curriculum Change, in J. Walton (ed.), ‘Cur- 
ticulum Organisation and Design’, Ward Lock, 1971. d , E 
Open University, ‘Innovation: Problems and Possibilities’, Unit 23 (E. 
Hoyle) of Course E 203, Open University Press, 1976. (See Part 1, ch. 4) 
Streaming The internal organisation of a school can have a considerable effect 
on a child's academic performance and his social and personal development. 
Children, whatever their original abilities, tend to move towards the jae 
set for their stream once they have been in the stream for a sufficient lengt! 
of time. 
Further reading 
Jackson, B., ‘Streaming: An Education 
Kegan Paul, 1964. (See Part 1, ch. 14) n 
Streaming by ability The basic aim of streaming is to obtain classes which are 
fairly homogeneous in ability in the belief that children of about the same 
level of ability can be taught more effectively and easily. It is claimed that 
Pupils who make good progress, OF fail to make progress, can be moved up 
or down to other streams which correspond more to their abilities or levels 
of attainment. Streaming, however, is under attack from several quarters. 
It is argued that a curriculum should be geared toa child’s learning needs 
and that teaching should be centred on individuals or small groups and not 


ange’, Holt Rinehart & Winston, 


System in Miniature’, Routledge & 
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on larger classes, which in practice are not homogeneous in all curriculum 
subjects. But it is also criticised on its own assumptions that as a system it 
is flexible enough for a pupil to move from one stream to another according 
to level of attainment. In practice streaming has been found to be a fairly 
rigid system. The streams turned into glaciers. Whilst expectations from ‘a’ 
streams are high, they decrease correspondingly through ‘b’, ‘c’ and lower 
streams, and there is evidence to show that children perform to the level 
expected of them, so that levels of attainment match degrees of expectation. 
(See Part 1, ch. 1) 

Structural-functionalism The term ‘structural-functionalism’ has different 
usages, but one of its standard references is to the sociological theory de- 
veloped by Talcott Parsons in association with Robert Merton and others; 
and that is its specific usage here. In the 1930s Parsons laboured to construct 
a theory of action that would preserve Weber’s concern with social action at 
the level of each individual actor's meanings and yet include a Durkheimian 
account of the moral regulation imposed upon its members by society. (See 
Weberian sociology and Durkheimian sociology.) His later work, however, 
Put so much emphasis on the regulative structure of the wider society and 
its sub-systems that the individual appeared, from a sociological point of 
view, to have become little more than the sum of his internalised roles, and 
the Weberian perspective seemed Virtually to have disappeared. 

The term ‘structural-functionalism’ came to be commonly applied to Par- 
sonian theory in this later form: and, indeed, the theory does have its explicit 
functional and structural orientations. It considers, first, the functional re- 
quirements of social systems, identifying these as (1) goal-attainment, (2) 
adaptation, (3) integration, and (4) pattern-maintenance; and it considers, 
too, the structural components of such systems, which are taken to consist 
of relatively constant normative patterns of culture. 

Pattern-maintenance, which is concerned with the actual formation of the 
formative patterns of culture as well as with their maintenance when once 
formed, operates primarily through the process of socialisation. From this 


structural-functionalist viewpoint, one of the chief goals of the educational 
system is to contribute t 


to. © pattern-mainten i i i we 
of the socialisation of its Pupils. — ee 
Further reading 

Adriaansen, H., ‘Talcott Parson: i : 

& Kegan Paul, 1980. s and the Conceptual Dilemma’, Routledge 


ner, 1960). A cow 
merely a ial ieee afte at al structures'should exhibit not 
i -=e In effect, a recapitulation of the evolution 
=E i | that is, of the interdependence of its ways of recog- 
well > r i e methods of enquiry, its ways of assessing evidence, as 
as | e central concepts themselves, An example might be a curriculum 
design in biology based on the research problems revealed and resolved by 
such concepts as structure and function, homeostasis and regulation, etc 
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Pupils’ cross-application and sequential mastery of ideas can obviously be 
enhanced through learning activities guided by such structures, but it does 
not follow that selection of content for the curriculum should be based only 
on knowledge which manifests such structures. In fact, culture and human 
experience are structured in a variety of ways, not all of which can be derived 
from formalised bodies of knowledge. There are, for example, disciplined, 
expressive activities like writing a poem, persuading an audience, acting out 
a role, which are poorly represented within academic disciplines. They have 
a legitimate claim for inclusion in any curriculum concerned with the devel- 
opment of mind (see Pring, 1976, pp- 28-46), though how to discern their 
‘structure’ remains uncertain. See also: spiral curriculum, disciplines of 


knowledge. 

Further reading 

Bruner, J. S., ‘The Process of Education’, Harvard University Press, 1960. 
Pring, R., ‘Knowledge and Schooling’, Open Books, 1976. (See Part 1, ch. 
4) 

Student loans Student loans, which are extensively 
and Canada, are a form of financial assistance for students, given to help 
students pay either their fees or their living expenses, which must be repaid 
after the student graduates. A number of different kinds of loan exists. In 
Scandinavian countries students receive financial aid in the form of a mixture 
of grants, which do not have to be repaid, and low-interest loans. These 
loans are provided, for the most part, from government funds. In Scandi- 
navia, university students do not pay tuition fees, so their loans are used 
simply to help to pay students’ living expenses. B 

In the USA students in universities can receive loans to pay tuition fees 
as well as living expenses, and the rate of interest which is charged varies 
considerably., In some cases the federal or state government provides low- 
interest loans, or an interest-subsidy which keeps the rate of interest charged 
on student loans at a very low level. In other cases the government simply 
guarantees that the loan will be repaid if for some good reason the graduate 


is unable to repay the loan. . . . 
Several economists have suggested introducing student loans in the U! 
resent system is inequit- 


instead of student grants, on the grounds that the p 
able: grants transfer purchasing power, they maintain, from the average 
tax-payer to those who will enjoy higher than average earnings as a result of 
their education. A number of people suggest income-contingent loans OT 
advocate graduate tax systems to counteract this. 
Further reading 
Woodhall, M., ‘Student Loans: a review of experience in Sca! 
elsewhere’, Harrap, 1970. PN 
Blaug, M, and Woodhall, M., Patterns of Subsidy to Higher Education 1n 
Europe, in ‘Higher Education’, 7, pp- 331-61, 1978. 
Maynard, A., ‘Experiment with Choice in Education’, Institute 0! 
aes 1975. (See Part 1, ch. 5) l i 
Udy skills Students need a wide range of skills in relation to their courses © 
Study. One of the most widely felt needs is the need to develop skills of rapid 
Teading. However, it is better for a student to realise that mere speed is not 
enough. He also requires skills of selection and comprehension, the ability 
S Pick out the main points of a passage and question its assumptions. 
lanning and organising time is another vital study skill, as is the deve or 
ment of the ability to concentrate one’s attention. Other study skills include 


used in Europe, the USA 


ndinavia and 


f Economic 
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i exami- 
the ability to use library resources, to take notes, ni ae A ee 
nations, etc.. The development of study skills can be s 
developing his own self-teaching techniques. 

adin, PEPES 
TASI “Study Courses and Counselling: problems a Lag 
Society for Research into Higher Education, University J a eek 
Main, A., ‘Encouraging Effective Learning: an Approach to 
selling’, Scottish Academic Press, 1980. (See Part 1, ch. a idintvensnst 
Styles of curriculum development The idea of styles of curricu! sis ET 
is suggestive, although it does not work very well. It is the ai eh T 
pattern in the diversity of approaches to curriculum developmen ia prey tate 
countries by applying an apparently simple hypothesis; which is aaa 
decision-makers in Partciular countries undertake curriculum devel p i 
depends on their having basic and related values about schools, octane 
knowledge (Maclure, 1973). If this were So, curriculum developmen Kaea 
would embody implicit ideals about education as paintings al n en 
aesthetic assumptions and norms. For example, countries like Engla Paa 
Wales seem to take a piecemeal or ad hoc approach, having heavy AS 
on essentially unplanned interaction between inspectors, teachers, un ant 
ties, examination boards, textbook publishers, etc. This could be interpr ee 
as tacit acceptance of the inertia of slowly evolved balances of Inte 
between examination boards, middle-class parents, teachers — 
etc, and scepticism about the motives for and outcomes of large-scale a 
forms. Alternatively, Policy may reflect a systematic or heuristic approa' os 
that is, based on national Priorities and centralised research and canoane 
projects which produce tried and tested courses of study for npn a 
general. This might be interpreted as an expression of a more radical, 
socially-conscious set of values. ate 
These examples greatly simplify the idea of styles of development, but hi 
sufficient to bring out a Major difficulty: in many countries, such as tl T 
there are instances of both ad hoc and systematic approaches. There certainly 
are different emphases between countries; for example, between the 
‘subject-based’ and ‘good practice’ penchant of the Schools Council here, 
and the cross-curricular and ‘applied science’ orientation of curriculum = 
velopment in Sweden. But these differences seem explicable in terms O! 
differing loci and Processes of control as much as of shared educational and 
Social values. See also: Curriculum control, politics of the curriculum, know- 
ledge utilisation, Strategy of curriculum change, curriculum planning models. 
Further reading 


Maclure, S., ‘St: 


ı OECD, 1975, (See Part 1, ch. 4) 
Substitutability There is said to be a hi 


ws little scope for such substitution, but many other economists challenge this 
view. (See Part 1, ch. 5) 

Summative evaluation Summative evaluation takes its meaning through its 
distinction from formative evaluation. Whereas the latter provides rapid and 
constructive feedback while a course of study is being tried out and modi- 
fided, the former supplies potential adopters of the curriculum with objective 
information on its finished qualities. Thus summative evaluation is especially 
important when curriculum development takes place largely through cen- 
tralised research, development and diffusion (RD & D) projects. However, 
the contrast between formative and summative evaluation loses some of its 
force in practice. It is very difficult to make fair comparisons between a new 
curriculum and an existing curriculum; and complex decisions have to be 
made about how the new course may be adapted to the existing school 
context. Thus a summative evaluation may have a formative function within 
curriculum practices. But the distinction has value in sharpening analysis of 
the kind of decisions that evaluation is to guide. See also: curriculum evalu- 
ation, implementation, styles of curriculum development. 

Further reading 
Ly Cronbach, Course Improvement through Evaluation, in M. Golby (ed.), 
Curriculum Design’, Croom Helm, 1975. (See Part 1, ch. 4) 

Sunday School In December 1783 Robert Raikes inserted the following 

announcement in the Gloucester Journal: 

towns and villages complain that 
perty on the Sabbath than all the 
proceeds from the lawless state of 
wild on that day, free from 


Farmers and other inhabitants of the 
they receive more injury to their pro 
week besides: this, in a great measure, 
the younger class, who are allowed to run 
every restraint. 

s who had been running Sunday Schools from the 1760s, 


Unlike a few pioneer: 
t that he is generally accepted as the 


Raikes was such a successful publicis 
effective founder of a movement credited with 200,000 pupils by 1786. Not 
only did working children have an opportunity of learning to read their 
Bibles on Sundays, but the schools also had the merit, in the eyes of their 
social superiors, of teaching the children to spend their leisure time 


profitably. 


Thanks for Thy work, and for Thy day, 
And Grant us, we implore, 
Never to waste in sinful play 


Thy holy Sabbaths more. (William Cowper, 1731-1800) 


Initially the schools attracted adults as well as children by giving rudimentary 
teaching in the three Rs, especially in learning to read the Bible. The 
emphasis on secular education with additional meetings at night during the 
Week was probably longest lasting in the Lancashire textile towns. With the 
rise of day schools the Sunday School curriculum became less secular and 


eventually concentrated on religious education. 


Further reading 
uanieur, T. W., ‘Religio 
R. shop gg Culture, 1780-1850", Yal 
Mai B., ‘Cloak of Charity: Studies in 
ieee 1949. (See Part 1, ch. 10) 
Sory management Supervisory Ma 


n and Respectability: Sunday Schools and 
e University Press, 1976. 
Eighteenth Century Philanthropy’, 


s concerned with managing 


s nagement i 
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a particular area of work, and has only limited involvement with the setting 
of objectives, planning and implementing roles of management. However, 
most supervisors are involved in target setting for immediate work results, 
resourcing their work groups, Progressing work, and so on. As technology 
advances, the role of the supervisor in facilitating work is developing rapidly, 
and the traditional, discipline-based role decreasing. This means a very 
considerable shift in the education and training needs of men and women 
working in supervision. 

The major institution catering for supervisors is the Institute of Supervisory 
Management. This body aims to raise the standards and aid the development 
of supervisory management in industry, trade and commerce. It has a sub- 
stantial organisation through its regional, district and company membership 
activities. It is heavily involved in such activities as advising industrial film- 
makers (‘The Man in the Front Line’, made by Cygnet Guild Films, is 
probably the best contemporary film on supervisory management). The ISM 
has a number of membership grades, most of them requiring a satisfactory 
standard of academic qualification as well as experience. It approves exam- 
inations, including its own Certificate in Supervisory Management, the Gen- 
eral Certificate of the National Examinations Board in Supervisory Studies, 
and its own Diploma in Supervisory Management Studies. Certain 


company-based education and training schemes are also approved. (See Part 
1, ch. 12) 


Support system Most curriculum development requires teachers to modify 


Practices which have become well adapted to classroom and school con- 
straints. Thus teachers need several related forms of support if they are to 
implement a major curriculum innovation. They may need to encounter its 
underlying ideas outside their immediate working environment, in a ‘tem- 
Porary system’ which provides time to reflect; they may need both material 
help and advice through collaborative Planning and consultancy. The most 
important influence on the lapsing or sustaining of an innovation may be the 


incentive system as mediated by key agencies such as examining boards. (See 
Part 1, ch. 4) 


e restrictions on their approach to study that 
- Syllabus-free students (sylfs) have intellectual 


Tequirements i ed 
course, q of a formal, tightly structuri 
Further reading 


any common ground with structural-functionalism. Not all symbolic inter- 
actionists followed him in this. 

For symbolic interactionists generally, interaction is symbolic by virtue of 
the human ability which Mead calls taking the attitude of the other. This 
ability enables actions to have a similar meaning for each actor alike. It also 
involves each in interpreting his social world and in actively conducting his 
side of any interaction with the aid of the meanings he constructs. For this 
reason, it is important that the sociologist should study symbolic interaction 
not from the position of an outside, detached observer but from the position 
of an actor within it, discovering its meanings by interpreting it as an ongoing 
process no less than its participants do. 

In the study of schooling, this approach has led especially to an investi- 
gation through participant observation of the way in which pupils construct 
their interactions in school. See, for example, David Hargreaves's study, 
‘Social Relations in a Secondary School’ (1967). The work of Howard Becker 
and his associates in America has provided a model for this form of 
investigation. 

Further reading 
Rose, A. (ed.), ‘Human Behaviour and Social Processe: 
1962. 
Hargreaves, D., Whatever Happened to Symbolic Interactionism? in L. 
Barton and R. Meighan, ‘Sociological Interpretations of Schooling and Class- 
rooms: A Reappraisal’, Nafferton Books, 1978. (See Part 1, ch. 15) ; 
Systematic A term which has been derived from industry and commerce. It is 
used mainly in curriculum development and educational technology. Usually 
it means a checking of input and output and evaluation of objectives, meth- 
ods, testing all in relation to one another. (See Part 1, ch. 8) , 
Systematic training Many people may be surprised to learn that this has only 
relatively recently become a standard element in organisations. As business 
and industry have become more complex the need to train people to perform 
well has become more important, and this has led to Government enacting 
legislation to encourage systematic approaches. The precise format of sys- 
tematic training varies, but it is possible to generalise sensibly. The process 
consists of applying a series of logical steps to produce a planned basis for 
training. There are usually four principal steps. . , 

Step 1: identify what training is needed. This is achieved by using analytical 
techniques (like training within industry) to determine the nature of the jobs 
to be trained for. It is most important that this is carried out with the 
appropriate managers and where possible experienced job holders. 

Step 2: plan the necessary training. Once a training needs analysi 
available the trainer and the manager concerned devise a programme (aims, 
contents and method) together with necessary costings. , 

Step 3: carry out the training. This implements the decisions made in St 
2, but with sufficient flexibility to allow for the individual’s learning abilities. 

Step 4: validation, evaluation and review. Validation is the process by 
which we test whether the training programme met its objectives. Evaluation 
is the process by which we seek to establish that learning is carried through 
to job performance. (For a fuller discussion, see evaluation of management 
training.) Review is the means by which the results of validation and evalu- 
ation are fed back to improve the actual training programme. 

Some writers include development of training policy as part 0 


s’, Houghton Mifflin, 


is is 


n Step 


f the system- 
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atic training process; others argue that the training process is the means by 
which policy is carried out. 

Further reading 

The appropriate chapters of ‘Manpower Training and Development’, J. P. 
J. Kenny and E. L. Donnelly, Harrap. 1972. (See Part 1, ch. 12) 

Systems approach A systems approach to education implies an analysis of the 
process into a series of systematic steps which lead to the achievement of the 
desired goals. Broadly speaking there are three steps in the process: (i) 
defining the objectives of a piece of instruction: (ii) selecting the appropriate 
methods and techniques; and (iii) evaluation to see if the objectives have 
been achieved. A simple example to illustrate this would be learning how to 
fire an arrow from a bow. By examining the process systematically, it is 
possible to specify the steps required to reach a specific goal and hence to 
handle the bow and arrow effectively. The goal could be set and hence the 
objectives of the instruction given as the need to hit the bullseye on a given 
target nine times out of ten with an arrow fired from the bow at a distance 
of 20 yards. In this case the method is obvious, that is, rather than just read 
about the process or be told about it, the student should practise with a bow 
and arrow with help and advice from his instructor. Evaluation and success 


of the instruction comes when the student can consistently achieve nine hits 
out of ten. (See Part 1, ch. 9) 


Tapelslide These are usually a combination of a 35mm slide sequence projected 
in synchronisation with an audio tape recording. Audio tape recorders are 
often used for this Purpose, linked to an automatic slide projector. One track 
of the tape is used to produce a pulse which activates the slide projector. 
Tape/slide materials can be used in a variety of ways for self-instructional 
methods or for group work. If some form of dual projection is used, then 


ee and fading from one picture to another can be achieved. (See Part 


Task analysis In order to carr: A z r P 
; y out some | 
the skills and knowledge e learning tasks, it is useful to identify 


1 required. There are particular procedures (task 
analysis) using checklists and i i 
5 charts which enal is to be 
carried out. (See Part 1, ch. 8) ne 
Taxonomy of objectives The 
à 0 Purpose of a taxono; i jectives 
is to provide teachers, examine my of educational objectiv 


that will give curriculum plann 


c : main’, which 
in terms of attitudes, values, 


Further reading 


Bloom, B. S. (ed), ‘Taxonomy of Educati nee 
Cognitive Domain’, McKray, 1956, ene Natit, Wetton T 
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Krathwohl, D. R., Bloom, B. S. and Masia, B. B., ‘Taxonomy of Educa- 
tional Objectives Handbook, Il: Affective Domain’, McKay, 1956. (See Part 
1, ch. 4) 

Teachers’ unions and professional associations A number of organisations have 
been formed to protect the interests of various groups of teachers and 
administrators within education. Of these, some are part of the Trades Union 
Congress, whilst others choose non-affiliation. Organisations exist to repre- 
sent teachers at all levels of education, including colleges of education. (See 
Part 1, ch. 7) 

Teacher training The British and Foreign School Society's Borough Road 
Training College, founded in 1809, can claim to be the oldest. The National 

Society's Central School in Baldwin's Gardens, off Gray's Inn Road, began 
three years later. Lack of funds meant that the early students received a 
short and rudimentary training (see monitorial system). By the mid-1840s the 
National Society, which had recently established over a dozen more training 
colleges, was in financial difficulties, making it possible for the Committee of 
the Privy Council on Education to introduce a series of grants to support 
intending teachers both at school and training college. These developments 
set the pattern of training for elementary and primary school teachers for 
over a century. They attended monotechnic institutions devoted to one form 
of vocational training. Conditions remained primitive and discipline pater- 
nalistically oppressive for much of the century. Not until the 1890s, when 
day training departments were opened in certain universities, did students 
have an opportunity of attending a secular institution offering wider intel- 
lectual horizons than a residential training college with a heavy emphasis on 
religious instruction. In contrast, grammar school teachers were university 
graduates who before the 1970s did not even have to follow a training course 
in teaching. In an attempt to remedy the disparity between the two types of 
teachers, the Department of Education and Science lengthened the training 
course in colleges from two to three years from 1960 onwards and introduced 
the BEd degree in 1964, the first step towards making teaching an all- 
graduate profession, a target expected to be met from 1984 onwards. 


Further reading a 
Dent, H. C., ‘The Training of Teachers in England and Wales, 1800-1975", 
Hodder & Stoughton, 1977, provides a brief outline. 

Hurt, J., Education in Evolution’, Rupert Hart-Davis, 1971. f r 
Jones, L. G. E., ‘The Training of Teachers in England and Wales’, Oxfor' 
University Press, 1924. , 

Rich, R. W., ‘The Training of Teachers in England and Wales During the 


Nineteenth Century’, Cambridge University Press, 1933. (See Part 1, ne 10) 
Teaching/learning methods Teaching and learning are processes in the wea 
tion of a student which require interaction between the teacher and t = 
student. In the past teaching methods were often thought of in terms mainly 


of the need to impart information to the student and uae was sate 2 
investigate or help the learning process- Now there is availa e a peo 
teaching/learning methods w! iving of information from 


hich range from the g i i 
one teacher to a large group of students, to small group interactions and 
individualised methods where t 


he student may be working in a self-teaching 
situation, controlling his own int 


ake of information and testing himself. See 
also: individualised instruction, self-teaching techniques, games and simula- 
tions, programmed learning. 
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in; a 
ae ai Hounsell, D. (eds), ‘How Students Learn’, Institute for 
Research and Development in Post-Compulsory Education, University of 

caster, 1975. , 
an N., Postgate, R. and Scuphern, J., ‘Teaching and Learning: an 
introduction to new methods and resources in higher education’, 2nd ed., 

NESCO, 1976. (See Part 1, ch. 9) 
morn teaching oe is a concept which originated in the USA. It may be 
defined as a form of Organisation in which two or more teachers working 
together are given Tesponsibility for all, or a significant part of, the education 
of the same group of pupils. In its pure form the basic principle is that the 
Staff work as a co-ordinated team under the direction of a team leader who 
allocates the teaching load and Co-ordinates the work of the staff. The 
teaching group will vary in size and composition according to the nature of 
the activity, and the special qualifications and talents of the teachers will be 


Space, without, however, aba 
class teacher, (See Part 1, ch. 1) 


Technical and Scientific instruction In 1851 Great 
excellence in nearly all the 100 


Even at this moment of triumph some argued that the maintenance of 
Britain’s manufacturing leadership depended on the provision of adequate 
scientific and technical education. In 1859 the newly-created Science and Art 


Department started to offer grants for the teaching of science. Britain's 
showing at the 1867 Paris exhibition 


Sources, the Parochial Charities Act 1883, and the City and Guilds of London 
Institute. 

Further reading 
Argles, M., ‘South Ke 


Nsington to Robbins’ 
Bell, Q., ‘The Schools 


: » Longmans, 1964, 
of Design’, Routled, 


ge & Kegan Paul, 1963. 
268 


Cotgrove, S.. “Technical Education and Social Change’, Allen & Unwin. 
1958. 

Sanderson, M., ‘The Universities and British Industry, 1850-1970", Rou- 
tledge & Kegan Paul. 1972. (See Part 1. ch. 10) 

Technical Education and Training Organisation for Overseas Countries (TE- 
TOC) During the past few years it has become clear that industrial education 
and training is a valuable invisible export for the UK, either in the form of 
students coming to this country to acquire skills and knowledge or in the 
form of educators and trainers running programmes overseas. British tech- 
nical and industrial training is widely admired and imitated. An aspect of 
this is industrial and technical education and training as an instrument of 
policy. TETOC is a specialist agency of the Ministry of Overseas Develop- 
ment (ODM) and acts as its primary source of specialist, professional advice 
on overseas aid in technical education, agricultural education and training, 
industrial training, public administration and management development. 

TETOC is directed by a Board of Governors (all appointed by the ODM) 
and controlled by a Director General. It helps to diagnose overseas needs, 
identifies resources in the UK which can meet those needs, and matches the 
two. It has responsibilities for monitoring the results of this work and de- 
veloping means to improve the UK contribution to those nations overseas 
using the services of TETOC. 

TETOC works by planning, developing and monitoring programmes and 
Projects, recruiting staff (a constant problem because of the general supply 
shortfall in the UK of technicians and technologists) and building links 
between institutions at home and overseas. TETOC is also responsible for 
arranging training programmes and courses both in the UK and overseas. 
The organisation works closely with the British Council and UK diplomats 
Overseas, 

It is perhaps unfortuante th 
affect this work. Apart from the valu 


at current economic stringencies may adversely 

e of representing Britain, TETOC, the 
British Council and other similar organisations undoubtedly create substan- 
tial markets for British education and training. Further information can be 
had from H. H. Stewart, Director General, TETOC, Dacre House, 17-19 
Dacre Street, London SWI. (See Part 1, ch. 11) 

Technician Technicians, according to the Committee on Manpower pemn 
for Science and Technology, are those skilled people with an mo lg 
of general principles in their specialisation who occupy a pare wie 
the scientist, engineer or technologist and the skilled craftsman. There 
Non-industrial technicians who, according to the Haslegrove naa 

have acquired very considerable expertise in a specialist field or less etai s 

knowledge and skills in several fields. Wherever they work, technicians see 

to require education and training to cope with three distinct roles. E 
First, the technician is a decision-maker, relying to a very n Ga i 

his discretion, This considerably influences elements of the pele 

quality of the product, efficiency of machinery and plant and the e ‘ = 

of Production areas. He can, if he is wrong, cause a great deal of lost in a 

Output and money. Second, he is nearly always an adviser to — dae 

Supplies data, makes recommendations and can by the way tag re : 

discriminates technical information influence managerial decisions. akie to 

‘5 Nearly always a skilled practitioner with a range of techniques aval 

im in his chosen ical field. g 
any entrants Sri careers now have A-levels and begin 
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their education and training at 18-plus. It is still possible to enter at an earlier 
age. Apprenticeship schemes often give the chance of transfer to a techni- 
cians scheme. 

The patterns of education and training now emerging owe a great deal to 
the work of bodies like the City and Guilds of London Institute and latterly 
the Technician Education Council. The essence of most programmes is to 
produce people capable of exercising technical judgment rather than relying 


on established practice. Diagnostic and analytical skills are of prime import- 
ance. (See Part 1, ch. 11) 


l and inter-active skills. Far 
too many academic courses į is vi INET ACEVESAUIS 

nore this vital elem ists’ 

01 rae ent of the technologists 

iss rk and most organisations find they need to provid l i f 

initial in-company training, Provide lengthy periods o! 


thick or thin. Thick sandwich courses usually involve a three-year degree 
course with one year in industry; and the thin sandwich is a four-year course 
with alternating six-month periods in industry and in education. The CVAA 
(Council for National Academic Awards) is now very influential in 
sandwich-course development, and for all their courses the industrial ex- 
perience must aggregate at least one year. 

Technologists have been subjected to a great deal of attention in recent 
years, as Government, industry and education have tried to solve the supply 
problem. Unfortunately, the UK as a society does not give technologists 
very high status nor adequate financial rewards, so that it is unlikely in the 
short term that supply will match demand. (See Part 1, ch. 11) 

Television Like film, television presents a projected representation of reality 
and can be used to present the past, the present and the future. It can 
generally be used in many of the ways in which film can, but it differs from 
film in certain fundamental respects. Unlike film, television pictures are 
usually confined to a relatively small screen and cannot achieve the quality 
of the film image because of the relative lack of definition of the scanning 
method by which the picture is formed. Simplicity and immediacy are two 
of the main characteristics of the television image. (See Part 1, ch. 9) 

Terminal This usually consists of a keyboard like a typewriter connected to a 
computer. Someone wishing to use the computer types messages on the 
keyboard and these are transmitted to the computer. The terminal can also 
incorporate a video screen or printer so that output from the computer can 
be displayed on the screen or printed out on paper. (See Part 1, ch. 9) 

Tertiary college Unlike a sixth form college, this is not a school but an estab- 
lishment of further education which provides for all post-16 education in an 
area, ranging from A-level courses to full and part-time further education 
and vocational courses. (See Part 1, ch. 1) ; f 

Test A test is a compact task or series of tasks designed to ascertain the merit 
or quantity of something. The driving test is a test for which there is no 
graduation other than pass or fail. Other ‘tests’ such as an athletics event 
provide a very accurate ranking of people. Educational tests constitute a 
series of items for which a score is obtained. Depending on how they are 
constructed, they can serve either of the purposes above. (See Part 1, e 6) 

T-group These highly participative methods aim to improve people's skil T 
working with others. Genuine T-groups are structureless, leaderless (in t e 
formal, appointed sense) and taskless except that the study of the behaviour 
of the group itself is the task. The key study of the behaviour of the pron? 

itself is the task. The key study question is: what is happening whi i 
and now? Originally a therapeutic tool, it enjoyed a vogue in the middle an 
late 1960s. It is now another tool trainers use, but because of its intensive 
nature the role of consultant to the group is critical. A deep understanding 
of individual and group psychology is necessary: (See Part 1, ch. 12) 

Theories of learning Psychologists have been concerned Se ae a 
Psychology became an experimental science during the closing as les of 
the nineteenth century. Although many of the psychologists who have in- 
vestigated human learning have held some assumptions in common about 
how the learning process should be conceptualised, the variations between 
different schools of psychology have often been very great. At the present 
time there is no single, comprehensive, closely integrated theoretical account 
of how the full complexity of human learning come about. = 

During the first half of the twentieth century very different ways of thinking 
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about learning developed, in particular those of the stimulus-response as- 
sociationists, the Gestalt Psychologists and the behaviourists. The stimulus- 
response associationists, in particular E. L. Thorndike, were concerned to 
identify the successive steps in learning. Thorndike formulated the law of 
effect, which says that acts followed by a state of affairs which the individual 
does not avoid and which he often tries to preserve or attain, are selected 
or fixated, to account for the way in which specific responses become linked 
with specific stimuli. The Gestalt psychologists took the view that successful 
learning resulted from the learner integrating and organising in new ways 
what was perceived or studied. Many of their ideas have been adopted by 
cognitive learning theorists. Psychologists working within the behaviourist 
tradition regard observable behaviour as the sole permissible data from 
psychology and have argued that learning should be defined in operational 
terms. Two major areas of learning have been explored by the behaviourists: 
classical conditioning and operant conditioning. 

Many contemporary psychologists do not adhere to one theoretical ap- 
proach but are eclectic. The work of R. M. Gagné is an interesting example 
of an attempt to integrate different theoretical approaches to learning. See 


also: cognitive approaches to learning; motivation; learning, retention and 
recall, 


Further reading 


Borger, R. and Seaborn: 
1966. 


Gagné, R. M., ‘The Conditions of Learning’, 3rd ed., Holt, Rinehart & 
Winston, 1977, (See Part 1, ch. 14) 


e, A. E, M., ‘The Psychology of Learning’, Penguin, 


to the word ‘theory’ 


in science? O'Connor has suggested that in education the word ‘theory’ is a 
‘courtesy title’ and should not therefore be considered in the same way as in 
s criticised O'Connor for taking his standard use 
e sciences, The word ‘theory’ has a legitimate 
despite Hirst’s objection, O'Connor's point 
of the philosopher's task to point out how the 


nd quantitative analysis; so 


that any theory which cannot bi ully employed in this way cannot be 


understood as a scienti 
Further reading 


O'Connor, D. J., ‘An Introduction to the ph; ion’ 
i e Phi Ron 
tledge & Kegan Paul, 1957, Nene eon 


Hirst, P, H., Philosophy and Educational Theory, in ‘British Journal of 
Educational Studies’, vol, 12, pp. 51—64, 1963 . 


-, Education: an Artora Science? in 
ociety of Great Britain’, vol. 


e usefi 
fic theory, 


‘Proceedings of the Philo- 
8, pp. 61-75, 1974. 


sophy of Education S 
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Scheffler, I., Is Education a Discipline? in ‘Philosophy and Education’ (ed. 
Scheffler), Allyn and Bacon, 2nd ed., 1966. (See Part 1, ch. 13) 

Thurstone scale The scale is used to determine attitudes. Statements in inter- 
views from individuals relating to the topic under consideration are collected: 
e.g., learning is exciting; learning is sometimes interesting; learning is a 
waste of time. The statements are short and open to only one interpretation. 
The statements are classified by judges into favourable, neutral or hostile. 
Each group is further sub-divided. The most relevant, least ambiguous set 
of statements which covers the whole range of values is chosen. The student 
selects statements which agree with his feelings. (See Part 1, ch. 8) 

Trades Union Congress The Trades Union movement policy on education is 
made at national level through the Congress and the Executive but is carried 
out at regional and local levels by TUC Regional Councils and Trades 
Councils (See Part 1, ch. 7) 

Training There is no clear line between education and training. Some suggested 
differentiations can be made. Education deals a great deal with the acqui- 
sition of knowledge. Training deals more with the application of knowledge. 
Thus, within one learning system, we can find elements of both. 

It is also possible to argue that training is primarily a modifying process, 
through which behaviour in particular is changed in desirable directions. 
There are philosophic difficulties here, raised by the word ‘desirable . De- 
sirable to whom, the trainer or the trainee? However, in most organisations, 
it is held that training is a process aimed at preparing people for jobs, helping 
them improve their performance and developing their potentials to the ful- 
lest. Training systems usually include off-job and on-job schemes. Metho- 
dologies and techniques develop rapidly and tend to be fashion-conscious, 
as with programmed learning. What remains clear is that a good master 
pupil relationship continues to be an effective means of transmitting skills: 
this is the basis of all apprenticeship systems. For knowledge, conventional 
teaching techniques have limitations but are nevertheless extensively used. 
For attitude change (a frequently mentioned training requirement) there are 
many suggested techniques, none of them wholly successful. . 

In summary, it may be said that training is a process using a wide pie 
of techniques to modify attitude, knowledge or skill behaviour a as to 
achieve effective performance (usually defined as experienced worker ioe 
dard) in a particular task or set of tasks. It tends to be results-oriente : 
although within this constraint much training emphasises the developmen 
of individual abilities. It is usually part of a manpower planning system, as 
its prime function must be to provide the trained people the organisation 
Needs to achieve its purpose. (See Part 1, ch. 2) s 

Training and Further Education Consultative Group Advisory to the further 
education field and providing the link with training, this group ea 
representatives from education authorities, colleges of further education, the 
Confederation of British Industry, the Trades Union Congress, the E 
Services Commission, examining bodies and Industrial Training Boards. (See 
Part 1, ch. 7) 

Training needs analysis Several of the entries ave 
Of analysis that lead to the preparation of training 


we will attempt to provide an overview. = : 
Kenny and Donnelly distinguish between macro (organisation-wide ) and 


micro (individual job-based) analyses. Macro-analysis deals broadly with the 
Organisation, parts of the organisation (such as a department), or groups 


have dealt with various techniques 
programmes. In this entry, 
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within the organisation (like all financial accountants). The macro approach 
is very closely related to manpower planning. The present and future of the 
organisation are examined (often nowadays through corporate forecasting 
and planning techniques) and estimates Prepared of the necessary manpower 
to enable business objectives to be met. The manpower estimates are then 
broken down into a plan which identifies the numbers and categories of staff 
and, amongst them, those who will need training or re-training. 

Certain issues arise for the trainer. If he is to perform macro-analysis 
Properly he needs access to and involvement in the organisation's planning 
Processes. If he does not have this he is working blind and cannot produce 
Proper budgets, training programmes or effective results. The trainer also 
needs an understanding of manpower planning techniques and a close rela- 
tionship with his organisation’s specialists in this, if such persons exist. If 
they do not, the trainer will have to exercise some of these functions. 

Micro-analysis is the process by which the training needed for the effective 
Performance of a particular job is identified. It must obviously be within the 
Constraints of the macro-analysis, but it concentrates on the skill and know- 
ledge required by particular jobs, together with assessments of the present 
competence of the job holders. (See Part 1, ch. 11) 

Training Services Division (TSD) The Training Services Division was set up in 
1974 under the Employment and Training Act 1973. It is now one of the 
three Operational branches of the Manpower Services Commission. Amongst 
its aims is that of increasing the efficiency and effectiveness of training. The 
Fe enc of TSD is based on seven regions covering the UK. Because 
dewa © to post-school and further education training the TSD has 

orking links with a great many organisations within both the formal 


and i i r 2.3 P 
se education system. The MSC is currently reorganising its 


educators, 


The overall aj à 
impartani oe the Directorate of Training is to ensure that nationally 
z met for idi a P 
advice. In fact, on providing training knowledge and professional 

t 


‘to help improve 


3 ng progra: 
The Directorate provides hi Tee ents: 


elp and advice o ini 
ak n ofi d 
safety training, management development, and so e 
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amounts of reports and papers. But after six years it seems reasonable to 
ask what all the money, all the time, all the paper and all the effort has 
actually produced. Further information from the MSC, Moorfoot, Sheffield 
S1 4PQ. (See Part 1, ch. 11) 

Training within industry (TWI) ‘The training within industry scheme for su- 
pervisors’ (TWI) has as its aim the training of supervisors in the broad 
principles of good management (C. Mee, ‘Training within Industry’, De- 
partment of Employment, HMSO). TWI was launched in the USA in 1940 
and brought to the UK in the Second World War to aid the substantial 
training effort needed for the improvements in productivity demanded 
by the national emergency. Since 1945 it has become a widely accepted 
method of training. The term TWI now is used to describe two principal 
activities. 

First, TWI is a series of courses designed to develop the skills of super- 
vision. Group discussion is used to identify general principles, which are 
explored through practical application in a series of exercises and case stud- 
ies. The contents are firmly based on problems within the experience of 
course members. The courses are conducted by TWI training officers of the 
Training Services Division (TSD), or by trainers trained and qualified by the 
TSD. The four basic courses are: job instructions and communications (JIC); 
job relations (JR); job safety (JS) and job methods (JM), designed as inter- 
locking modules. For further information, contact MSC, Moorfoot, Sheffield 
S1 4PQ. i . 

Second, TWI has by extension become a term to describe a particular 
technique to enable job skills and knowledge to be analysed and recorded 
for training purposes. The technique is best applied to jobs with relatively 
short learning times (hours or days rather than weeks). It can be used for 
the simple parts of other tasks, but not where they are complex. For further 
details, consult Industry Training Boards. (See Part 1, ch. 11) ; 

Trait A trait is a characteristic of an individual. It can be cognitive, emotional, 
part of the personality, or behavioural. It is therefore little used in educa- 
tional measurement, which concentrates on description of attainment. How- 
ever, psychological measurement, which concentrates more on — 
attributes, is more often concerned with the measurement of traits. (See Part 
1, ch. 6) 

Transport The LEA is obliged under the 
schools, where pupils under eight years of ag 
and older pupils over three miles. (See Part 

Tripartite ane During the inter-war years there was a a ae 
attempt to replace the separate elementary and ee sc ste Ia 
with an end-on one, thereby meeting the demand of R. H. awniey’§ 
book, ‘Secondary Education for All’ (1922). The Hadow Committee's a ` 
‘The Education of the Adolescent’ (1926) recommended a break at the age 
of 11 between the primary or elementary school and the Horno 
There were to be two types of secondary school: the grammar schoo ai 
the modern. Where reorganisation was difficult (for example, in cpanel 
Populated rural areas) the upper classes of the elementary school were to be 
called ‘senior classes’. A common criticism of later developments was that 
they amounted to little more than the relabelling of existing schools. The 
Spens Report ‘Secondary Education’ (1938) went a stage further y recom 
mending a third type of secondary school, the technical high schoo! - By this 
time some two-thirds of all children of secondary-school age were in reor- 


Act to arrange free transport to 
e have to travel over two miles 


1, ch. 1) 
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ganised schools. The Norwood Report ‘Curriculum and Examinations in 
Secondary Schools’ (1943) classified children into three groups that fitted 
conveniently into the three types of school in existence. Under the post-war 
Labour Government the Ministry of Education in its first pamphlet ‘The 
Nation’s Schools: Their Plan and Purpose’ (1945) accepted the tripartite 
system, declaring that the most urgent reform the Local Authorities faced 
was that of completing the Hadow reorganisation. (See Part 1, ch. 10) 
Tyler rationale Tyler’s book ‘Basic Principles of Curriculum and Instruction’ 
formulated a framework of four central questions which, he argued, demand 
answers for curriculum Planning to proceed rationally: (1) what educational 
Purposes should schools Pursue? (2) what learning experiences can be pro- 
vided that are likely to attain these Purposes? (3) how can these experiences 
be organised? (4) how can we decide whether these purposes are being 
attained? The questions imply that planning the curriculum can be a con- 
trolled, logical process, of which the first step is the most important. The 
framework has been very influential in the USA, where major decisions 


Scope, the interest, and the Purposes of the individual and the institutions he 
Serves. Area studies are one of the most frequently used types, while cross- 
cultural studies Provide a second format. The latter may follow one of a 


though these Projects), A 


en nother variation is the inter-regional type of study, 
which involves compariso; 


ns between a 8roup of countries in one region and 
another. An example of this format is Thut and 


mtemporary Societies’ (1964). Other cross-cultural 
l in scope. 


Bristow, T, and Holmes, B., ‘Com 


; parative Education throughout the Lit- 
erature’, Butterworth, 1966. (See P; aii 


art 1, ch. 3) 


The International Bureau of Education acts as a documentation centre for 
UNESCO, the parent body. UNESCO has been responsible for publishing 
the monumental World Survey of Education, a four-volume work devoted 
to primary, secondary and higher education. Each volume contains data 
from all members of the United Nations Organisation and their dependent 
territories. Each education system is described in brief and its structure 
represented diagrammatically. Tabular materials are provided giving details 
of the number and type of institutions and the student and staffing enrolment 
figures at the various levels. UNESCO published an annual statistical review 
of educational systems as well as a wide-ranging series of publications of 
considerable interest to comparativists. (See Part 1, ch. 3) 

Unified vocational preparation (UVP) A substantial proportion of boys enter 
working life through apprenticeship, but for the majority there are limited 
Opportunities for such formal schemes. Vocational preparation is an attempt 
to meet their needs. 

Basically, vocational preparation is designed to give a systematic prepara- 
tion for working life. It aims to promote improved performance at work, 
Personal adaptability and personal development. The process should begin 
at school, and particularly in the last year. The school system can provide 
only some elements; and for the full aims to be met it is necessary to have 
a fully structured programme of education and training based on experience 
of a job or, for the young unemployed, through the Manpower Services 
Commission's work experience programmes. Off-job learning is an integral 
Part of such schemes. , 

Unified vocational preparation has at present two meanings, one general, 
One specific to a particular programme. One refers to schemes combining 
direct job training and off-job further education to help young people going 
into jobs at below craft level. They are designed to fulfil the aims outlined 
above, together with providing a better means of adjustment to adult working 
life. The other is the Government-sponsored and financed pilot schemes of 
unified vocation preparation, which began in 1976 for a period of five years. 
They have been designed to develop, implement and test a variety of designs 
which are acceptable to both young people and employers. One element 
Which is already regarded as highly successful is the new course on tga 
to give young people the numeracy and literacy skills required at worl ss ‘or 
further information on the Government schemes, consult the regional offices 
of the MSC, (See Part 1, ch. 11 i : 

Universities fee eek on —_— UCCA acts as a clearing house aa 
first-degree and first-diploma course admissions to all UK eS 
the exception of the Open University and the University College at iia 
ingham. Additional information on entrance to Scottish universities e 
Provided by the Scottish Universities Council on Entrance. A similar cleaning 
house function for entry into teacher training courses at university í gar 
ments of education, colleges of education, colleges of higher ee 
Polytechnic departments of education is provided by the Central Register 

and Clearing House Ltd. (See Part 1, ch. 7) i 

Universities Seamed and chia In the early nineteenth century a 
Were barred from the degrees, fellowships, and scholarships of bot! arched 
sities, whose main function was the training of clergy for the estas E 
Church. Although fellowships at Cambridge were open to E eet aa 
those at Balliol and Oriel were awarded on a competitive basis at Oxford. 

€ introduction of honours schools at Oxford from 1800 onwards and the 
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growing political influence of middle-class dissent and radicalism were 
amongst the influences that made for reform. After two Royal Commissions 
had reported, acts of parliament in 1854 and 1856 opened Bachelor's degrees 
at both universities to dissenters. In 1871 the University Tests Act opened 
all posts in the universities, with minor exceptions, to dissenters, thus allow- 
ing them access to Master's degrees and the government of the universities, 
Another Royal Commission in 1876 produced an act of the following year 
releasing Fellows from their obligation to remain celibate. 

Despite the 1877 Act’s Tequirement that the universities should support 
the teaching of science, Oxford remained until 1907 without a professor of 
engineering. Cambridge, with its long tradition of mathematical teaching, 
widened its curriculum more rapidly. In 1848 it instituted the natural sciences 
tripos and was donated the Cavendish Laboratories in the 1870s. Towards 
the end of the century the development of non-collegiate institutions lowered 
the cost of a degree from around £600 to half that figure or less, thus breaking 
down the Previous social exclusiveness of the universities and permitting a 


few boys from an artisan background to take their degrees. 
Further reading 


Mallett, C. E., A Histor 
Oxford’, Longmans, 1927. 
Roach, J. P. C., The Universit: 
of Cambridgeshire’, vol. III, 
Winstanley, Di As ‘Early 
Press, 1955, 
Winstanley, 
1947. 
(See Part 1, ch. 10) 
University Grants Committee 


y of the University of Oxford, vol. III, ‘Modern 


y of Cambridge, in ‘Victorian County History 
Oxford University Press, 1959, 


Victorian Cambridge’, Cambridge University 


D. A., ‘Late Victorian Cambridge’, Cambridge University Press, 


retains its autonomy, a lar, 
University Grants Committee. (See Part 1, ch. 7) 


is admitted, utilitarianism has 


» Or a hierarchy of goods which it 


would be different to maint: anism alone 


ain on utilitari 
Further reading 
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Valid The philosopher uses the term ‘valid’ to assess the logical form of an 
argument and not its truth, so that in logic an argument might be valid but 
false. In ordinary language, the term is used simply to refer to a ‘good’ or 
‘telling’ argument or piece of reasoning. (See Part 1, ch. 13) 

Validity The most crucial concept in educational measurement is validity. No 
matter how reliable our test or how sophisticated our scale, the value of any 
test rests on the extent to which it measures what it purports to measure. 
The process of validating any measurement instrument is one of building up 
a fund of information about how our instrument performs in practice. To 
understand how this is done consider the following two examples. 

We can presume that the first thermometers were constructed after it had 
been observed that a subjective judgment about increase in temperature 
coincided with certain objects and liquids increasing in size. Test construction 
follows from equivalent observations about how certain kinds of behaviour 
relate to certain outcomes. Writing items, however, often relies on simpli- 
fying the behaviours from those observed in real life. No one would argue 
that the real behaviour relating to the ability to reason verbally is far more 
complex than the process involved in answering verbal reasoning items. In 
such cases, therefore, the need to obtain validity information is all the 
greater. The principles involved can be understood by considering a simple 


validation for the thermometer. . 
er in ten bowls of water in order 


A person can be asked to place his fing 
to rank them from hottest to coldest. By marking the mercury level for each 


bowl a second ranking from highest to lowest can be obtained. If the two 
rankings coincide we have evidence supporting the hypothesis that our ther- 
mometer measures temperature. By obtaining lots of evidence of how our 
thermometer relates to other independent measures of temperature we are 
building up evidence for the validity of our instrument. In the same way we 
see how test scores relate to independent measures of the attribute the test 


was designed to measure. 

There is, therefore, no stage at which 
been fully validated. We can only say t 
situations supports its claim to be valid and this evide 
of the thermometer, become overwhelming. It is sti s 
EA that negative evidence will make us adjust our View- 
ch. 6) ; 

Validity and reliability To be of use any psychological test must have a ia 
degree of validity and reliability. Validity is a measure of the extent to w! o 
the test measures what it is intended to measure. The test's reliability depends 
upon the extent to which it measures accura 
Further reading 
Cronbach, L. J., ‘Essentials of Psychologic 
Row, 1970. (See Part 1, ch. 14) 

Variance Variance is a measure of varia 
derived from a number of methods. The one 
so far is 


we can say that an instrument has 
hat the evidence from particular 
nce can, as in the case 
Il theoretically always 
(See Part 1, 


tely each time it is used. 


al Testing’, 3rd ed., Harper & 


rsion. As such it can be 


i dispe! 
seme ved most fruitful 


which has pro 


2 
Variance = zx 
N 


iati ared 
where x? = the deviation from the mean squar' 


N no. of measurements 
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The standard deviation is obtained by finding the square root of the variance. 
See also: measures of dispersion. (See Part 1, ch. 6) 

Verification The principle of providing empirical evidence in support of a 
statement. A scientific statement is held to be verifiable in principle. But no 
empirical general statement could be conclusively verified, so philosophers 
prefer to speak not of ‘verification’ of a hypothesis but of ‘confirmation’ or 
‘corroboration’. 

Further reading 

Ayer, A. J., ‘Language, Truth and Logic’, Gollancz, 1946. 

Popper, K. R., ‘Conjectures and Refutations’, Routledge & Kegan Paul, 4th 
ed., 1972. (See Part 1, ch. 13) 

Vertical (or family) grouping This is a form of class organisation found in 
Primary schools, more especially among the infants. A class is formed of 
children in a two- or three-year age range (say ages 5 to 7), so that a teacher 
is responsible for a ‘family’ of different ages and different abilities and 
attainments. This form of organisation may be deliberately chosen for the 
reasons given below, but it may be forced on a headteacher because the 
numbers on roll leave no alternative, as in a small village school. 

One advantage is that class sizes in a school can be equalised, large year 
intakes being divided between all the teachers. It was developed in response 


to the practice of admitting children to school at the beginning of each term 
in order that the yo! 


and able to be given 
assimilated in a clas: 


advantages are that younger children imitate and are stimulated by the work 


ve to organise the group activities within the class to 


ia that children are occupied and extended at all levels. (See Part 1, ch. 


part of the technique of microteaching used i ini 
Part 1, ch. 9) g in the training of teachers. (See 


During the period of adolescence there follows a time of tentative choices. 
This stage begins with the individual taking an interest in a number of 
possible jobs. He considers the capacities these jobs require and matches 
them against his own capacities. His system of values begins to influence his 
decisions. There follows a transition phase as the individual's increasing 
self-knowledge in relation to possible jobs leads into the stage of realistic 
choices. The final stage, which leads to the selection of a job, begins with a 
phase of exploration leading to a crystallising of ideas and a commitment to 


a specific occupation. 
Factors which influence vocational choice include socio-economic back- 


ground, job opportunities and personal factors such as personality, intellec- 
tual ability and aptitude, as well as the processes of selection over which the 
individual has little or no control. Vocational guidance is concerned with 
attempting to fit the individual to a suitable job. Roger's seven-point plan 
offers a realistic tool for making a systematic appraisal of the individual's 
vocational potential. See also: intelligence, educational assessment, mental 
testing. 
Further reading 
Hopson, B. and Hayes, J., ‘The Theory and Practice of Vocational Guidan- 
ce’, Pergamon, 1969. 
Ginzberg, E., Ginsberg, S. W., Axelrad, S. and Herma, J. L., ‘Occupational 
Choice: An Approach to a General Theory’, Columbia University Press, 
1951. (See Part 1, ch. 14) 
Voluntary schools Voluntary schools are schools maintained by the LEA but 
not established by them as opposed to county schools which are built and 
wholly maintained by the LEA. Their present status is a result of the compro- 
mises made in the 1944 Act in order to create a more uniform system. There 
are three categories: aided, controlled and special agreement schools. The 
main points of difference centre on the financing, the religious education 
provided, the constitution and powers of the governing body, and control 
over the use of school premises. 
(i) Aided schools 
The Governors are responsible for the external repair and alterations to the 
school buildings, but 85 per cent of the cost is recouped from central Gov- 
ernment. Similarly, when a new school is built 85 per cent of the capital cost 
is funded from central Government. Internal repairs and running costs fall 
upon the LEA. The Governing body has a majority of foundation members. 
They appoint the head and teaching staff, subject to an establishment fixed 
by the LEA, which pays the salaries. The appointments have to be confirmed 
by the LEA but may be rejected only if the qualifications of staff giving 
secular instruction do not satisfy the criteria laid down by the LEA. The 
Managers or Governors control both religious and secular education. They 
also determine to what use the school building may be put after school hours. 


(ii) Controlled schools 

The Governors have no financi 
maintained wholly by the LEA. Reli 
the agreed syllabus, but denominatio! 
two periods a week where parents Te 
Governors have the right to be satisfie 
appointed; i.e., a defined proportion © 
national instruction. The foundation Governo 


al responsibility for the school, which is 
igious education is in accordance with 
nal instruction may be given for up to 
quest it. In this regard foundation 
d that there are ‘reserved’ teachers 
f the staff suitable to give denomi- 
rs may determine the use of 
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the school building on Saturdays and Sundays. The Governors have the right 
to be consulted on the appointment of the headteacher. 

(iii) Special agreement schools 

This category relates to schools established under the Education Act 1936, 
under which LEAs could, by special agreement, pay between 50 and 75 per 
cent of the capital cost of building a voluntary secondary school. The Gov- 
ernors control religious instruction and have to be consulted over appoint- 
ment of the appropriate teachers, but other teachers are appointed by the 
LEA. The provisions of the 1936 Act have been overtaken by the Education 


Act 1944, but the agreements made are kept. There are some 150 schools in 
this category. (See Part 1, ch. 1) 


Weberian sociology Max Weber insists that a necessary feature of the social 
Scientist's work is the interpretation of the meaning given by people to their 
Social actions, a feature which does not — and indeed cannot — figure in the 
Physical Scientist's study of natural objects. In this way, critics of positivistic 
sociology see Weber as basically supporting their position. Weber specifies 
that it is only when human behaviour has a Purpose or intention that it 


qualifies as action, and only when an individual’s action takes into consider- 


, ‘The Sociology of Max Weber’, Allen Lane, The Penguin Press, 


Prentice Hall, 1970. (See Part 1 
( Í $ t1, ch. 15 
Welsh Education Office As part of the Welsh Office, A s Sal 
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cation are expressed. It is an examining board for GCE and CSE examina- 
tions and is the regional advisory council for further education. It has 
established the National Language Unit, which is concerned with developing 
the teaching of modern languages, especially Welsh both as a first and second 
language. (See Part 1, ch. 1) 

Whisky money The 1890 budget increased the duty on whisky to provide funds 
to compensate licence-holders of redundant public houses. The plan to re- 
duce the number of licensed premises met with such strong opposition that 
the Local Taxation (Customs and Exeise) Act reallocated the money, already 
voted by Parliament, to the County Councils. Within five years 93 of 129 
county borough councils were spending the whole of this money on technical 
education. (See Part 1, ch. 10) 

Whole curriculum The term ‘whole curriculum’ is not synonymous with ‘the 
curriculum’, and tends to be used to distinguish concern with the overall 
balance and coherence of the school’s programme from concern with separate 
courses of study. Thus decisions about the whole curriculum depend on 
questions about longer-term processes of schooling, and what constitutes an 
appropriate ‘selection from culture’, and hence a particular pattern of study 
for all or particular groups of pupils. For example, the establishment of 
comprehensive secondary schools in the UK has underlined the need to 
merge two distinct approaches to the whole curriculum; that of the grammar 
school tradition and that of the elementary/secondary modern schools trad- 


ition. (See Part 1, ch. 4) 
Workers Educational Association 
ganised across the whole of the 
secretaries, has for a long time pr 
further education through the provision O 


week-end courses. (See Part 1, ch. 7) . ; 
Works manager In any economy it can be held the single most important group 


of managers are those in charge of making things, as in the long run this is 
the basis of wealth creation. The Institute of Works Managers (IWM) is a 
qualifying body for managers in all types of productive industry. The aims 
of the IWM are to increase industrial productivity by developing and raising 
the standards of management. It also aims to promote management educa- 
tion through its training courses and examinations. Members are drawn som 
a wide range of industrial management in many industries, and cover @ 


levels from junior to director. . ` (Fellow 

It has four grades of membership, of which thie mea E ee Š: 
Member, Associate) require both academic qualifications and experienc 3 
Age influences the former, because of the development engi ile 
the recent past. The examinations offered are wide-ranging, ae me 
courses (now available at some 170 technical colleges). The ar ms e 
Industrial Management is designed to be essentially practical an — 
and is based on active student participation through solving pines (on 
problems by applying the most modern techniques. The ri aan 
trial Management is run by higher educational institutes (usually p! y skil 
or equivalent) and is aimed at developing the individual ee we 
experience and subsequent increase in managerial capacity. oe lah 
qualify for credits with the Open University. The Certificate S 2 eia 
Relations is aimed to provide manager with a full, practicable un Sen ing 
of the complexities of the subject. Further information can be had from: 


The Workers Educational Association, OT- 
United Kingdom through a series of district 
ovided a valuable opportunity for informal 
f a wide range of evening and 
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IWM, 45 Cardiff Road, Luton, Beds, LU1 1RD; 0582 37071. (See Part 1, 
ch. 12) 


Youth service The 1944 Act 


placed upon LEAs the responsibility of providing 
for the leisure-time occu 


pation of young people. The youth service was 
therefore developed with the aim of Providing opportunities for young people 


to acquire new skills and interests and grow up as responsible citizens. The 
network of LEA-sponsor 


ed youth clubs dates from this Act. Many youth 
organisations are voluntary bodies; but LEAs are empowered to help such 
bodies with financial and other assistance. The pattern of provision is there- 
fore a mixed one, with LEA clubs existing side by side with voluntary clubs, 
ae of which are assisted to varying extents by the LEA. (See Part 1, ch. 
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# A DICTIONARY OF EDUCATION 


This conceptual dictionary is divided into two par 
contains articles by fifteen educationalists on their $ 
areas. Part 2 consists of an alphabetical list of the te 
- useful for understanding these areas, together with à 
definitions. Unlike many other dictionaries, this dictio; A 
education does not set out to be totally comprehensive, nor does 
it adopt a neutral view. The interlinked chapters, suggestions 
for further reading and list of terms are all designed to give | s 
readers access to this complex subject, and the opportunity to 
explore it further for themselves. Students, teachers, 
administrators and others will therefore find the dictionary off 
immense value as both an introduction and a guide to key aras 
in the study of education. “2 


F d- A v pes 
“A useful 300 page compilation, set out alphabetically but put 
_ together by various hands. In all, some fourteen specialists have 
contributed to the dictionary, which begins with “academic _ 3 
-liaison officers” and ends with “youth service”.’ — Education — 
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